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ABSTRACT 
FACTORS WHICH AFFECT RETENTION OF ADULT LEARNERS DURING 
THE FIRST YEAR OF GRADUATE-LEVEL STUDY 
MAY, 1988 
CHRISTINE A. OATIS, B.A., UNIVERSITY OF DAYTON 
M.A., ASSUMPTION COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Robert Wellman 
This study investigated the perceptions and persistence patterns of 
adults who had been away from formal education for at least two years and 
who were entering the university for the first time as graduate students. 
Chi-square analyses revealed statistically significant differences between 
persisters (those who registered again for courses in January) and 
non-persisters (those who did not re-register) on the following 
demographic variables: more of the persisters were enrolled in degree 
programs and attending full-time; more of the part-time non-persisters 
were in the younger age cohort of twenty-four to thirty-four years of age- 
while more of the full-time non-persisters were in the older age cohort of 
thirty-five to fifty-eight years of age; and proportionally more Asian, Black, 
Hispanic and foreign students were non-persisters than were white 
students. Those employed in professional level occupations were more 
likely to discontinue their studies in the second semester, as were those 
reporting higher incomes. Persisters were more likely than non-persisters 
to report that entering graduate studies involved "lots" of change at work 
and to rate "personal/family changes" as "best describing" their primary 
motivation for returning to school. Most persisters and non-persisters cited 
"job/career" as their primary motivation for returning: persisters were more 
likely to report that their career-related motive was to "retrain"; while 
non-persisters cited "keeping up" as their career-related motive. 
The study also addressed whether or not any statistically significant 
differences existed between persisters and non-persisters in the ways they 
perceived 1) the transition itself of entering graduate school; 2) their 
anticipated and actual experiences of support; and 3) their ratings of the 
helpfulness of potential services for entering graduate students. Persisters 
were aware, even from the onset of their first semester, of the importance of 
receiving emotional support from others. More persisters anticipated and 
received more support from friends and co-workers as well as faculty, 
administration, support staff and other students. After registration and 
advising, significantly more of the non-persisters viewed the transition to 
graduate school as having a "negative" rather than a "positive" impact on 
their lives; felt "low" energy rather than "high energy" and reported feeling 
"overwhelmed" rather than "challenged". 
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CHAPTER I 
INTRODUCTION 
Background of the Study 
Increasing numbers of college-educated adults are turning to 
graduate education as a response to transitions in their own lives - some of 
them triggered by unprecedented changes in society, technology, and the 
economy. This has come about, not only because there are more 
college-educated adults, but also because the twenty-four to forty-four year 
old cohort, labeled the "baby boom generation", faces intense competition 
for a limited number of upper-level positions in hierarchies. Also a rapidly 
changing job market requires highly educated workers who are willing and 
able to adapt to changes through lifelong learning. Professionals are no 
longer immune from the tremendous changes in the workplace which are 
now occurring. Corporate mergers, relocations, lay-offs, computerization 
and structural unemployment, are some of the spin-offs of the current 
revolution in the world of work which is affecting the stability of many 
individuals. Flexibility, change and lifelong learning appear to be the best 
safeguards of midlife career growth and vitality. 
Derek Bok (1986), in Higher Learning, wrote of the nontraditional 
students who are coming to Harvard in increasing numbers for 
career-related reasons. Their reasons for returning now include: pursuit of 
new knowledge, opportunities for guided interaction with colleagues, 
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preparation for new jobs and training for new or different types of careers 
(pp. 116-18). He notes that: 
At the postgraduate level, the rapid growth and change in the 
information professionals use have already done much to spur the 
development of midcareer education. In one field of work after 
another, practitioners realize that they can no longer continue 
indefinitely without renewing their store of knowledge (p. 166). 
Crimmins and Riddler (1985) report in the journal Educational 
Gerontology that, according to data collected from the Current Population 
Survey between 1972 and 1982, it is clear, that the major increases in 
college enrollment have been taking place among females thirty-five years 
of age and older. Their projections through the year 2000 are for moderate 
increases among mature students until 1990, and then dramatic increases 
until the end of this century. The aging of the population itself could lead to 
a doubling of enrollments in the age range of thirty-five years and older by 
the end of the century (p. 383). The authors caution that enrollments of 
women are sensitive to social and economic events in their lives; and that 
trends in these factors as well as past educational attainment may be 
important determinants of future enrollments (p. 384). They also found that 
eighty percent of older students enrolled ini 982 were attending college 
part-time (p. 367); and that one-third of all women students over thirty-five 
were not married. Enrollments increased by seventy-three percent among 
unmarried women and thirty-two percent by married women between 1972 
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and 1982. Three fourths of those students currently over thirty-five are in 
the labor force. They also found that, between 1972 and 1982, there were 
increases in the proportions of both full-time students and unmarried 
students. 
Public Higher Education and the Adult Learner 
In public higher education these new developments are often not 
adequately acknowledged or dealt with at state and institutional levels. For 
example, in Massachusetts, a state with a national reputation for promoting 
the existence of high technology-related development in business and 
industry, there has been a noticeable lack of attention to the needs of adult 
learners in public higher education. A 1985 report from the office of the 
former Chancellor of Higher Education, John Duff, underscores the fact that 
Massachusetts public higher education is a system designed to serve the 
needs of a traditionally-aged population. This reality persists in spite of the 
fact that the number of adult learners is increasing at a faster rate than the 
rest of the student population. Adult learners now comprise at least forty 
percent of the total number of students; which is a sharp increase from the 
twenty-two percent estimated in 1981. However, policies and services 
continue to focus on the twenty to twenty-four year old students enrolled in 
undergraduate programs. 
• « 
Saxon and Milne, in their essay entitled "Research, Graduate and 
Professional Education" which is included in a book of essays entitled The 
Future of State Universities (Koepplin et al.,1985), assert that nontraditional 
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learners will not be taught in large numbers in public research universities: 
The reason is that these universities are overwhelmingly geared to full-time 
students who are totally committed to full-time programs" (p. 19). 
Paulo Freire (1985) has pointed out that by ignoring the presence of 
adults on our campuses, we are in effect excluding them and discrediting 
their presence. Recently Astin (1986), in an interview reported in the 
Journal Qf Counseling and Development has called for more research in the 
area of adult learners. Astin suggests that "Adult learners are interested in 
trying to connect their educational experience to the rest of their lives, and 
the more they can do that, the more involved they become" (p. 93). 
Adults In Transition and Higher Education 
Sandler (1982) advocates that adults in transition need "different 
services from the university than traditional students" (p. 3); and that 
university personnel have to find ways to make adults feel they belong to the 
university because this sense of belonging provides a "source of motivation" 
(p. 3). Lancaster (1984) reported that adult learners in an urban, four-year 
institution who were at later developmental positions (as identified by Perry, 
1981) did not find the opportunity they sought through higher education to 
re-examine their needs, interests and goals. 
Hodgkinson cautions that, given the changing demographics and the 
rising age of the baby boom generation, higher education programs should 
be made ready by 1990 to attract adult learners in order to offset the decline 
in the young adult population. He warns that "More and more graduate 
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programs are being tailored to the needs of adults, but these efforts seem 
more concerned with logistics and cosmetics” (p. 18). There is a need 
therefore, to understand more about the perceptions and participation 
patterns of midlife adult learners in higher education. 
Statement of the Problem 
Additional research investigating adults' perceptions of their 
transition to graduate school and the amount of emotional support they 
anticipated and actually received would contribute information to faculty 
and staff who are concerned about retention of adult learners in graduate 
programs. Further information will also contribute to the design and delivery 
of services during the first semester of graduate studies to increase retention 
rates among adult learners enrolling in graduate-level courses. 
Purpose of the Study 
The purpose of this study was to investigate the relationship 
between some of the factors previously identified in the literature as needing 
further investigation (such as adult learners' perceptions of transition and 
support) on the participation patterns of adults enrolling in graduate courses 
for the first time. 
Description of the Study 
This study investigated persistence (defined as ongoing 
•« 
participation into the second semester), of adult learners (identified 
according to age cohorts, sex and full-time/part-time status) through their 
first semester of graduate studies and second semester registration at a 
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mid-size public university in the Northeast. Since the decision to attend 
graduate school is often a response to a larger midlife transition; it is 
possible that initial educational experiences and support services which 
recognize this larger context of adult life transitions (which are often 
career-related) will encourage adults to make connections, become more 
involved, and to persist in their academic programs of study. 
Basic Assumptions 
Adults enrolling in graduate-level courses after an absence of at least 
two years will be undergoing a significant transition in their lives. Their own 
perceptions of their transition are most important in determining the influence 
of impact, timing, etc. Furthermore, the transition of returning to education, 
for most adults in mid-life, is related to other significant adult transitions such 
as: career change, anticipation of change, or lack of change in a career. 
Overview of Research Questions 
This study addressed the following seven research questions: 
1. Which of the following demographic characteristics differentiate 
persisters (registered second semester) from nonpersisters (failed to register 
second semester): age, sex, race, degree status (full/part-time), program, 
level of occupation and status (full/part-time), marital status, level of 
income, and number of children? 
2. Are there relationships between students' perceptions of: change, 
amounts of change in other life areas, and timing of their return to school, 
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and their continued participation beyond the first semester of graduate 
study? 
3. Is there a relationship between students' perceptions of emotional 
support from others close to them and their continued participation beyond 
the first semester of graduate study? 
4. Is there a relationship between the primary motivation(s) of career, 
personal, and/or lifestyle transitions as reasons for returning to school, and 
continued participation beyond the first semester of graduate study? 
5. Is there a discrepancy between anticipated and actually 
experienced perceptions of support from university personnel (faculty, 
secretaries, administrators, counselors and other students) and, if there is a 
discrepency, is it related to continued participation in graduate studies 
beyond the first semester? 
6. Is there a relationship between adult learners' perceptions of the 
impact of the transition of returning to school on their lives and continued 
participation in graduate studies beyond the first semester? 
7. Is there a relationship between adult learners' initial and 
subsequent perceptions (at the beginning and end of their first semester) of 
potential helpfulness of selected student services and their continued 
participation in graduate studies beyond the first semester of graduate 
• « 
study? 
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Definition of 
For the purposes of this study, the following definitions will apply: 
Addlf learner?: Those who have completed their undergraduate 
degree at least two years earlier, or who were at least twenty-four years of 
age at the time of registration. 
Full-Time Graduate Students: Those taking nine or more credits in 
one semester. 
Adultg: Identified according to the following age cohorts: twenty-four 
through thirty-four years of age, and thirty-five through fifty-eight years of 
age. 
Non-Persisters: Those who did not continue taking graduate courses 
in the spring of1988. 
Part-Time Graduate Students: Those taking less than nine credits in 
one semester. 
Persisters: Those who enrolled in graduate courses during the spring 
semester of 1988. 
Transition: An event or non-event which alters life in four ways: 
roles, relationships, routines and assumptions (Schlossberg, 1981). A 
transition can have both positive and negative aspects for the individual, 
and it is the individual's perception of the particular transition which matters 
most. 
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Subjects 
Subjects for this study were recruited from among those adult 
learners who had been away from undergraduate studies for at least two 
years and who were enrolling for the first time in graduate-level courses 
during the walk-in registration (held at the University Graduate Office from 
August 24, 1987 to September 3,1987). In addition, first time mail-in 
registrants were asked during the month of September to complete and 
return a questionnaire for this study. Every effort was made to include 
adults who were enrolled in a variety of courses. Graduate programs are 
available at the university in all seven colleges and include: programs in 
engineering, science, management, education, nursing, criminal justice 
and community psychology. 
Instruments 
Data obtained was limited to the data collected using a three-page 
survey instrument developed by the author (Oatis, 1987, see Appendix A). 
This questionnaire was administered during graduate registration in the fall 
of1987. At the end of the first semester a follow-up questionnaire (which 
repeated the last nine questions from the first questionnaire, See Appendix 
B) was also administered to a randomly-selected, stratified proportional 
sample (50%), followed-up by phone surveys of those not responding to the 
• 4 
mailings. 
Significance of the Study 
The findings of this dissertation research study will contribute to the 
improvement of adult learner services and retention among first year 
re-entry graduate students by providing information to university personnel 
on: adult learner retention at the graduate level; the perceptions of adult 
learners themselves of their transitions; and perceptions of emotional 
support as well as services which would be helpful to entering graduate 
students. This information will be useful in designing and providing support 
services for adults returning to school via graduate studies and may be of 
interest to other higher educational institutions, especially mid-size, urban, 
public universities with graduate-level, professional/technical programs. 
Limitations of the Study 
It is possible that the results of this study will be generalizable to 
similar institutions and populations. However, previous research on adult 
learners (Evancoe, 1983) confirms that generalizations to other settings 
should be made carefully. 
In this study, comparisons were made between those who did not 
continue in the spring of 1988 (non-persisters) and those who enrolled for 
the second semester of graduate-level courses (persisters). It is recognized 
that this is not a long period of time in which to measure persistence in 
• * 
graduate programs. However, the intent of this study was to investigate 
retention during the beginning semester of re-entry in particular, and to 
study the perceptions of adult learners just beginning in graduate studies. 
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Finally, this dissertation research project was primarily descriptive in 
nature and its usefulness was limited to identifying those variables which 
might be related to persistence among first-year graduate students. 
CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction 
Tarule and Weathersby’s (1980) commentary that "...there have 
been few thoughtful and systematic applications of current theoretical 
knowledge about adults" in institutions of higher education, particularly 
graduate schools, still holds true (p. 44). Robert Snyder (1985) in an essay 
included in the book, The State of Graduate Education, outlines an agenda 
for research for graduate education in which he emphasizes the need for 
more clearly defining the nontraditional population of graduate students and 
investigating the relationship of support to quality graduate education (p. 
54). However, he defines support solely in financial terms and no mention 
is made of other factors which characterize a supportive environment for 
adult learners - such as mentoring, peer networks, orientations, and faculty 
knowledgeable about adult development and lifelong learning. 
Rubenson, (1977,1983), Cross (1981) and Schlossberg (1984) have 
proposed theoretical models for understanding more about the needs of 
adult learners in transition and have identified many factors which affect 
adults enrolled in non-formal and formal undergraduate education. Their 
theoretical frameworks may also prove useful in understanding the needs 
and persistence patterns of adults enrolled in graduate studies. 
The theoretical perspectives of Nancy Schlossberg on adults in 
transition are especially significant for understanding the ongoing 
participation patterns of adult learners enrolling in higher education at the 
graduate level. Schlossberg (1984) has integrated Kahn’s "convoy of 
social support" model which describes support systems surrounding the 
individual as concentric circles; with the innermost circle surrounding the 
individual comprised of those closest to the adult - i.e. significant other(s). 
In addition to support from this inner circle (and especially during times 
when this inner circle is stressed by transitions such as returning to school, 
widowhood, divorce, and/or multiple family demands), the individual's 
perceptions of support from others, including those who are related to the 
student role, such as other students and university faculty and staff, 
become crucial to the adult learner's persistence in higher education. 
Krejci (1984) in a previous doctoral study investigated the influence 
of selected psychological and demographic factors on graduate and 
continuing education adult learners' persistence patterns at an independent 
institution. Many of Krejci's selected factors were based on factors from 
Cross' Chain-of-Response Model (1981), so that, indirectly, her study was 
also an attempt to validate Cross' model. Findings from Krejci's survey 
study questioned the order of the variables and the adequacy of Cross 
model alone for explaining ongoing participation. Also, Krejci’s follow-up 
interviews with participants confirmed the importance of career goals and 
the perceived impact of transitions on persistence patterns. They also 
revealed the need for adding new variables. Krejci concluded that "Other 
variables that appear important and neglected in the present investigation 
are....support of family, spouse, colleagues, friends; fear of failure" (pp. 
133-4). 
These factors have already been found to influence adult 
participation in undergraduate higher education. Evancoe (1983) in her 
doctoral research identified types of adult persisters and non-persisters who 
were enrolled in undergraduate, credit-bearing programs. She found that 
one type of non-persister also indicated that they had just come through a 
period of change in their lives. Evancoe was not able to determine why this 
type of person did not continue in the program. She hypothesized that 
possibly these older adults who just came through a career or personal 
change were trying education as a means of moving ahead or finding 
direction in their lives. Even though they performed well in the educational 
activity, they decided that credit-bearing, baccalaureate level education 
did not provide what they were looking for at this time in their lives. 
Evancoe suggests that future research should investigate this hypothesis 
(PP-161-2). 
Perceptions of Support And Persistence 
Most of the studies and reviews previously cited (Flannery, 
Evancoe, Krejci, Lancaster, Kraskouskas, Astin, Sadler) have 
recommended that the individual's perception of support is a critical factor 
which affects adult learner persistence in higher education and that this 
factor needs further examination. Perceived support has been found to be 
especially critical for women and other minority students attempting to 
overcome barriers while returning to graduate school (Mahan, Foster, 
Wiesner, Fisher-Thompson, McLaughlin). 
Theoretical Framework 
According to Cross, "Cooperation between psychologists and adult 
educators would provide some continuity in our understandings regarding 
human motivation" (1981, p. 130). The author would like to contribute to the 
development of cooperation among psychologists and adult educators by 
offering a review and critique of some of the research and models from adult 
education and psychology which relate to ongoing adult participation in 
higher education. It has been difficult to build a single theory for adult 
education because of the multi-disciplinary nature of the field. Cross 
initially wondered whether the theory would come from psychology, 
sociology, gerontology, physiology, or all of the above: "Do we need a 
theory of motivation that will tell us why some adults seek new learning 
experiences while others do not?" (p. 110). Many others have commented 
on the lack of theory in adult education, and practitioners, author included, 
have also noticed the lack of theory in trying to think about ways to expand 
educational services to under-served populations. 
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Gross’ Model fpr Understanding Participation in Adult Learning Activity 
In Chapter Five, entitled "Toward a Model of Adult Motivation and 
Learning , of Adults as Learners (1981), Patricia Cross develops an outline 
of an integrated theoretical framework for understanding adult participation 
(see Figure 1). She presents this Chain-of-Response model as a 
conceptual tool to assist researchers in their efforts to organize their 
knowledge and to define a focus for their research. It was for this reason that 
I was initially drawn to this model as a doctoral student. In the model, Cross 
begins to identify the important internal and external variables involved in 
adult participation in learning, and to propose hypotheses about the 
interrelationships among variables. The COR model pays more attention 
than has previously been devoted to internal psychological variables, such 
as low self-esteem, which affect the potential adult learner’s attitude toward 
education. It is most useful as a beginning point for organizing previous 
research on the adult learner. According to Krejci (1984) and O’Malley 
(1984), however, it has proven very difficult to operationalize the COR model 
because it is so general. Furthermore, Krejci cautions that "One cannot 
assume, as the Cross model does, that participation and persistence (or 
continued participation) stem from the same set of chain-of-response 
variables" (p. 128). 
The COR model is a complex one which draws from many disciplines. 
Cross cites the theoretical work of Harry L. Miller (1967), Roger 
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Boshier (1973), Allen Tough (1979), and Kjell Rubenson (1977). According 
to Cross, Miller, Boshier and Rubenson have much in common: (a) all three 
theorists are "interactionists" who attempt to understand participation by 
analyzing the interaction between the individual and the environment; (b) 
all draw from Lewin's (1947) theory of "field-force analysis"; (c) all are 
"cognitivists" - believing that the individual can have some influence on 
what happens in his or her life; and all believe that reference groups are 
important; (d) all refer to Maslow's (1954) needs hierarchy; and finally, (e) 
all make use of the concepts of "congruence" and "dissonance". 
A Summary of the Chain-of-Response Model of Patricia Cross 
Following is a brief explanation of the Chain-of-Response (COR) 
Model for Understanding Participation in Adult Learning Activities 
developed by Patricia Cross (please refer to Figure 1). The model begins 
with the individual and a focus on internal variables and moves to include 
external conditions. Forces flow in both directions. Behavior is viewed as a 
"constantly flowing stream rather than a series of discrete events" (Cross, 
1981, p. 125). This COR model builds upon the expectancy-valence model 
of Rubenson (1977) who views education as an achievement-oriented 
activity. Rubenson's work in turn has built upon the theories of Vroom , 
Lewin , Tolman, McClelland and Atkinson. 
The Chain-of-Response in the model begins with point (A) 
self-evaluation: self-concept as well as previous experiences can 
influence learning orientation. Eventually, according to Cross' model, 
participation in education can change self-perceptions and point (B) 
attitudes about education. Significant others, reference groups, 
membership groups, and previous experience with education all contribute 
to the individual's formation of attitudes towards education. Point (C) 
Importance of goals and expectation that participation will meet goals, 
relates to the individual's subjective judgment. If the goal is not important or 
it is unlikely that there will be success, motivation is likely to decrease. 
Cross adds that "individuals with high self-esteem 'expect' to be successful, 
whereas those with less self-esteem entertain doubts about their probable 
success" (p. 126). 
Life Transitions, point (D) in Cross' conceptualization, are viewed as 
motivators and can function as external and/or "internal triggers" for 
learning. Transitions may be those changes related to the life cycle such as 
first job and marriage. Transitions may also involve sudden and traumatic 
changes such as job loss and divorce. Transitions may also affect timing as 
in Havighurst's (1972) concept of "teachable moments" - there are certain 
optimal times for learning certain things. These times depend on 
developmental tasks which are associated with the particular phase of 
development of the individual. 
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(D) 
LIFE TRANSITIONS 
(F) 
INFORMATION 
(A) 
SELF-EVALUATION 
A t f 
IMPORTANCE OF GOALS 
-AND EXPECTATION THAT- 
PARTICIPATION WILL 
MEET GOALS 
(C) 
OPPORTUNITIES 
AND BARRIERS 
(E) 
(G) 
PARTICIPATION 
ATTITUDES ABOUT 
EDUCATION 
(B) 
Figure 1. Chain-of-Response Mode! of Patricia Cross (1981) for 
understanding participation in adult learning activities 
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Once the individual is motivated to participate, Barriers, point (E), will 
be overcome more easily and the individual will seek out Opportunities also 
point (E). If motivation is weak, barriers may preclude participation. Point 
(F) Information, is now being recognized as an important influence on adult 
participation. More attention is being paid to information centers and 
brokering agencies since awareness of new opportunities may increase 
adult motivation to participate in formal higher education programs. Point 
(G) Participation is related to the research findings that "people who have 
participated in adult education are more likely to do so in the future" (Cross, 
1981, p. 129). Participation also interacts with Self-evaluation (A) and 
Attitudes about education (B), and according to Cross, may lead to ongoing 
participation in education. 
Critique of the COR Model 
In her effort to emphasize the importance of internal variables, Cross 
may lead some theorists off on a tangent toward what social psychologists 
call the "fundamental attribution error" - that is, the tendency to explain 
behavior in more intrapsychic terms than is appropriate, and to discount the 
importance of external and situational variables. The focus on both internal 
and external variables which the model suggests is a good beginning point 
for theory-building; however, the influence of transitions in describing the 
interaction among variables has not been emphasized enough. For many 
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adults today, participation in higher education is a response to change. 
Being in transition, viewed as a response to change, may be a more 
appropriate starting point in describing continued participation, or 
persistence, especially during the first year of study. The process of being 
in transition may initially pervade all aspects of the participation process 
itself-for some adult learners, affecting self-concept, attitudes, and 
motivation. 
Cross herself recently admitted in a presentation at the Council For 
Adult and Experiential Learning Workshop on Adult Learners, that the 
model is still in its formative stages so far has been difficult to validate (June, 
1985). Earlier, Cross herself had written that "It is unlikely that there will be 
a single theory.... Instead there will be many theories useful in improving 
our understanding of adults as learners (1981, p. 110)". The author agrees 
with this conclusion. Therefore this research study is also an effort to 
develop an integration of theories and a working model to better understand 
the persistence patterns of adults in graduate higher education. Currently it 
is very difficult to capture the complexity of variables and the diversity of 
interactions influencing adults' motivation to participate in learning activities 
within any of the single existing models. For example, given the constantly 
changing contexts which surround many adults today, an individual's 
career and educational transitions are important and ongoing aspects of 
adult life - especially in these times of rapid technological and social 
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change. This needs to be dealt with more extensively than Cross has done 
in her COR Model. 
Adult Transitions 
Some adults' beginning experiences in formal higher education 
programs have been reported in interviews as part of research studies of 
men at mid-life (Robbins, 1978) and of women in undergraduate higher 
education (Belenky et al, 1986). Earlier, Perry (1981) conducted extensive 
interviews with young adult undergraduate men attending Harvard 
University. These researchers have chronicled the courage and risk-taking 
which are often involved in returning to education. They have also written 
of the tremendous, sometimes paralyzing, impact which unanticipated 
events (e.g. unanticipated death of a family member, divorce, loss of a job 
or promotion, or failure to make the grade in school) can have on an 
individual. Because of such qualitative research, we are now more aware 
that such situations require, on the part of educators, an understanding of 
subjective variables which require responses of empathy, patience, and 
listening in order to assist the individual in moving on and persisting in his or 
her educational endeavors. 
Many adult development theorists have written about transitions in 
rather different terms. Some view transition as one aspect of an 
intrapsychic, sequential process of lifelong development. For example, 
Weathersby and Tarule (1980) agree with Daniel Levinson that the life 
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structure itself alternates between stable periods lasting six to seven years 
and transition periods lasting four to five years: 
The transition period...terminates the existing life structure and creates 
the possibility for a new one, which is built around marker events and 
crucial choices. These choices can involve developmental tasks in the 
process of adaptation, transition and growth, a new way of making 
sense of the world.... Formal education, whether consciously or not, is 
a developmental intervention in adults' lives, an activity that is by its 
very nature linked to the processes of growth, development, change, 
and transformation." (Weathersby and Tarule, p. 16). 
Others, such as Lindquist and Marienau (1981) and Chickering 
(1981), have also adopted this perspective on transitions and related it to 
formal education. They suggest that programs for adult learners should be 
designed around specific life tasks which are part of adults' social roles. 
In fourteen years of experience with adults enrolled in or seeking to 
re-enter undergraduate or graduate programs in higher education, the 
author has not been able to to relate her observations of adults in transition 
to a linear, sequential stage theory approach to transitions. Instead, she 
has observed a great deal of variability in the life patterns of adults which 
increases with age. It is difficult to generalize about the nature of adult 
transitions beyond the notion of a process of individuation and differention. 
This process of lifelong development seems to be most like an "unfolding” 
which is often an internal as well as an external response to life (an organic 
metaphor might be a flower like a water lily. Sometimes this flower will 
appear to be only half in bloom). It does appear, in the authors experience, 
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that transitional or reappraisal periods seem to occur at intervals throughout 
an individuals life, and that the existence of so much variability among 
adults in patterns of transition and development indicates that the 
transitional process and adult development are influenced as much by 
external forces (e.g. the state of the economy, the presence or absence of 
social pressure, and support for change) as by internal factors such as 
self-esteem. Therefore, the author is more comfortable with an interactive, 
more wholistic life perspective approach to understanding adults' transitions 
and persistence patterns in higher education than Cross' (1981) COR 
Model alone is able to portray. 
Aslanian and Brickell’s Findings on Transitions and Adult 
Reasons for teaming 
Aslanian and Brickell in Americans in Transition (1980) studied the 
question of what motivates adults to participate in learning and 
hypothesized that adults seek out learning activities because transitions 
require new learning. 
They found that over four-fifths of the adult learners interviewed by 
telephone named some life transition as the motivation for learning. 
Aslanian and Brickell also wrote about the changes that influence 
transitions. Social and economic events are examples of such external 
influences. When Aslanian and Brickell surveyed the current literature on 
social change, they found that "adult life has become more turbulent and 
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can be expected to become more so in future years” (p. 28). They conclude 
that "adulthood is not a time of stagnation or stability...instead it is a time of 
change" (p. 33). 
In attempting to identify what motivated adults to engage in learning, 
Aslanian and Brickell (1980) differentiated the "transition", defined as a 
change in status, from the "trigger," or event which precipitates the decision 
to learn at a certain point in time. They found that "the trigger may or may 
not be connected to the transition [but] the topic of learning is always related 
to the transition" (p. 39). The authors conclude that: "The value of knowing 
what kinds of transitions cause adult learning lies in being able to predict 
what they will learn. The value of knowing what kinds of events trigger adult 
learning lies in being able to predict when they will learn" (p. 115). 
Life areas in which transitions and triggers occur were classified 
separately into the following life areas: "Career, Family, Health, Religion, 
Citizenship, Art, and Leisure" (p. 39). A large majority of those adults 
surveyed were in transition because of their careers (56%). Career 
transitions "outnumbered all others combined as reasons for learning (p. 
54)". There were some exceptions such as a family event triggering a 
career transition. 
Aslanian and Brickell summarize that "overall, adults' personal 
characteristics do not determine whether they will learn because of life 
changes more often than for other reasons. More than 80% of adults learn 
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because their lives are changing" (p. 96). They also found that adult 
learners were often in multiple transitions (p. 103) and that "adults in 
transition usually learned in formal educational institutions while others 
usually did not.... About 50% of those in career transitions learned either at 
their places of employment or at four-year colleges and universities" 
(p. 103). ' 
The authors conclude that "whenever change comes, early or late, 
and to whomever it comes, rich or poor, learning is one way of dealing with 
it. There are no types of adults, black or white, educated or not, blue collar 
or white collar, who do not use learning to accommodate the changes in 
their lives" (p. 111). 
Aslanian and Brickell formulate additional questions for scholars to 
pursue: What is the anatomy of career entry, progression, and exit as it 
relates to learning? Does it work the same way for women as for men? Will 
the growth of learning as a means of career re-entry for women be followed 
by a similar growth as a means of career advancement? As technology 
envelops more and more occupational fields, will it continue to precipitate 
learning or will the labor force develop sufficiently transferable technical 
skills so that new learning is not necessary? (p. 131) 
Aslanian and Brickell’s research, coupled with the recent rapid rate of 
changes in technology, knowedge, and in adult roles, make apparent the 
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need for a model of persistence in formal education which is based on adult 
transitions. 
Schlossberg's Model For Analyzing Human Adaptation To 
Transition 
Schlossberg's (1981) Model for Analyzing Human Adaptation to 
Transition complements the COR Model of Patricia Cross in attempting to 
understand adults in transition who are also participating in higher 
education. The author of the current study believes that it also adds more 
depth to understanding the interactive and subjective dimensions of adult 
transitions and motivation. In her 1981 article on the model, Schlossberg 
first surveys the literature on human adaptation to specific events and 
concludes: "The research shows individuals differ in their ability to adapt to 
change.... Moreover, the same person may react differently to different 
types of changes or even to the same type of change occurring at different 
times in life.... Studying the transition process requires the simultaneous 
analysis of individual characteristics and external occurrences" (pp. 2-3). 
Schlossberg's (1981) model for analyzing human adaptation to 
transition (see Figure 2) is an attempt to organize concepts from different 
theories which relate to adult transitions into a conceptual framework. The 
purpose of the model is to provide a context within which to answer 
questions about transitions and analyze different kinds of transitions and 
formulate interventions. Schlossberg admits that it is a tentative model 
which is subject to revision. The model is based on an eclectic life course 
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perspective, which views developmental change as a continuous process; 
occuring in interrelated social, psychological and biological domains of 
behavior and functioning. Change, according to the life course 
perspective, must be placed within its developmental and historic contexts. 
This model also draws from the work of Lieberman (1975), Lipman-Bluman 
(1976), Lowenthal, Thurnher and Chiriboga (1975), Parkes (1971), and Zill 
(1974). Schlossberg describes the underlying assumptions of her 
transitions model as follows: "My belief is that it is not the transition itself 
that is of primary importance, but rather how that transition fits with an 
individual's stage, situation and style at the time of the transition. 
Moreover, I believe that different variables have different salience 
depending on the transition and the group being studied" (Schlossberg, 
1981, p. 5). 
As Figure 2 shows, the model proposes four sets of variables which 
influence adaptation to transition: 1) the transition itself; 2) the individual's 
perception of the particular transition, 3) the characteristics of the pre- and 
post-transition environments, and 4) the characteristics of the individual 
experiencing the transition. Within this framwork Schlossberg presents all 
of the characteristics which she has identified from the literature as being 
important in assessing and understanding the impact of change on adults' 
lives. Movement through the transitional process is not linear. Rather, it is 
an interactive process of reorganization and reintegration which is affected 
not only by the individual’s characteristics, but also by the individual's 
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perceptions of the situation as well as characteristics of the environment. In 
the process of transition, some liabilities may become transformed into 
assets; yet there is loss involved in letting go of old perceptions, goals and 
values. Therefore the characteristics of the environment and the presence 
of support are not only important, they also influence the way an individual 
responds to the transition itself. 
The concept of Transition is defined by Schlossberg in a way that 
differs from other definitions thus far presented in that a transition can be an 
event or non-event which alters life in four ways: roles, relationships, 
routines and assumptions. Schlossberg points out that a transition can have 
both positive and negative aspects for the individual, and reminds that it is 
the individual's Perception of the particular transition which matters most, 
i.e. whether the transition is perceived as gain or loss, on-time or off-time, 
etc. 
Characteristics of the individual are also important variables in this 
model. It is important to realize that individuals differ in their ability to adapt 
to change; and that this is a result of the interaction between individual 
characteristics such as sex-role identity, race and ethnicity, and external 
occurrences. How a transition fits with an individual’s life situation and style 
is more important than the transition itself. Pre-transition environments, or 
learning environments which facilitate change and cognitive restructuring, 
are essential to the adaptation process. Unfortunately, according to 
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TRANSITION 
Event or nonevent resulting in change 
assumption; Change of social networks 
resulting in growth or deterioration 
PERCEPTION OF THE 
PARTICULAR TRANSITION 
Role Change: gain/loss 
Affect: positive/negative 
Timing: on-time/off-time 
' Onset: gradual/sudden 
Duration: permanent, 
temporary 
or uncerain 
Source: internal/external 
Degree of Stress 
l 
CHARACTERISTICS OF PRE¬ 
TRANSITION 
ENVIRONMENTS 
Internal Support Systems: 
Intimate Relationships 
Family Unit 
Network of Friends 
Institutional Supports 
Physical Setting 
CHARACTERISTICS 
OF THE INDIVIDUAL 
-Psychosocial Competence 
-Sex (& Role Identity) 
-State of Health 
-Race/Ethnicity 
-Socioeconomic Status 
-Value Orientation 
-Previous Experience 
with a transition of 
similar nature 
▼ 
ADAPTATION 
Movement through phases following 
transition: pervasiveness through reorganization 
Depends on: 
1) Balance of individual’s resources and deficits 
2) Differences in pre-and post-transition enviroments 
re: perception, supports and individuals 
Figure 2. A model for analyzing human adaptation to transition 
(Schlossberg, 1981). 
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Schlossberg (1985), there is often a mismatch between higher education as 
a rigid, feudal bureaucracy and adult learning as a fluid lifespan process. 
Schlossberg reported on a limited case study in progress in which Bertow 
has identified three critical key areas which influenced growth for 
twenty-five adults returning to education: 1) the transition to education; 2) 
the support of the institution; and, 3) the coping strategy of the individual. In 
probing interviews with some students who did not complete their 
education, Schlossberg and Bartow have discovered that that those who 
did not complete their education felt that they did not matter to the institution. 
In describing the process oiAdaptation outlined in the model, 
Schlossberg in a presentation at the CAEL Conference on Adult Learners 
(June, 1985) suggested that, what is more useful than a stage theory 
approach to adult transitions, is to view the transitional process as 
movement from "pervasive" (when it initially impacts all aspects of the 
individual's life), through "integrating" over time, to "boundedness" - in 
which the transition is increasingly integrated into the individual's life and 
self-concept. This process continues through the individual's life and is 
never completely finished. Schlossberg gave as an example, the 
movement of adults who are involved in the transition to education. Adult 
learners returning to school may at first be overwhelmed. Gradually over 
time they plunge in, make a commitment, then complete and assimilate the 
learning process. In studying the perceptions of individuals, it is important 
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to catch them at different points in time, since their reactions will be different 
overtime. 
Schlossbero and Cross Comnamrl 
Schlossberg (1984) has noted that the different factors of her 
adaptation to transitions model (1981) are more or less significant 
depending on the nature of the transition and the subgroup being studied; 
however, "simplistic explanations about the reasons for an individual's 
behavior - about his or her success in adapting to transition - are simply 
inappropriate" (p.16). Schlossberg has also admitted that her model of 
adaptation to transitions is proving difficult to validate because of the 
complex interactions among variables (1985). 
Some of Schlossberg's research on adults in career transition also 
provides insight into adults' motivation to use education as a means of 
effecting career transitions. Schlossberg (1978) in an earlier article 
discusses the importance of "congruence" between the strength of a motive 
and the possibility of gratification; and cites Veroff and Feld's (1970) finding 
that, if there is congruence between the possibilities of a motive being 
gratified in the work role and the strength of a motive, there will be ease and 
satisfaction in the performance of the role. (p. 13). The article also reported 
that "those who voluntarily leave one job to seek another tend not only to be 
better educated than those who stay put but also tend to have a higher need 
33 
for achievement and to perceive a greater discrepency between their 
aspirations and achievements" (p. 8). 
People happen to find themselves in "incongruent jobs" for a variety 
of reasons, according to Schlossberg (1978): the economy, occupational 
decisions based on inadequate or outdated knowledge about the self, and 
choices made before interests and values are fully formed or skills and 
talents fully recognized: 
For adults, if one subscribes to the notion that adulthood is a period 
of change and development, that adults can develop new interests 
and values; then it follows that incongruence can result from such 
internal changes as well. A job choice that was initially congruent 
may become incongruent as the individual explores new interests 
and options. Studies of career changes in adult life indicate that 
[these kinds of changes] do occur ( p. 9). 
When Schlossberg's model, combined with Cross' model, is used as 
a conceptual framework for understanding research about adults in 
career-related transitions who participate and persist in higher education; it 
is more applicable than Cross' COR model alone because the synthesis of 
models takes into account the impact of today's rapidly changing external 
realities. Schlossberg’s model of adult transitions adds a theoretical 
framework for understanding transitions in greater depth. This is important 
because of the increasing occurrence of career and role-related changes 
in adulthood. Also, for many adults, change and growth often involves 
multiple transitions. For example, because of the growth in knowledge- 
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intensive occupations, career growth often requires undergoing the 
transition of returning to school simultaneously with transitions in 
personal,social and family roles . 
Cross, in her earlier conceptualizations (1981), did not go far 
enough in her analysis of current research and theory on adult participation 
in higher education. The COR model does not adequately emphasize the 
importance of transitions in understanding adult participation patterns. 
Cross even minimized the importance of the findings of Aslanian and 
Brickell (1980). Instead, Cross preferred to rely on Tough's earlier (1968) 
interview findings that transitions were not an important influence on adult 
participation in learning projects. Cross also seemed to favor a typology 
approach to studying adult learners. The author of the current study has 
found in her work with adult learners, that an intrapsychic typology 
approach is too static for understanding persistence pattterns of adult 
learners - especially given today’s rapid rates of change and what we now 
know about the continuation of lifelong development and learning in many 
adults’ lives. Unfortunately, this outdated perspective was presented 
throughout Cross’ book, Adults as Learners (1981). For example, in one 
instance she cited Houle's assumption that people have "characteristic 
orientations to learning that remain fairly consistent overtime and across 
learning activities" (p. 88); and in another instance Cross cited findings from 
Johnstone and Rivera's study (1965) to emphasize that "the major emphasis 
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in adult learning is on...skills rather than knowledge or information” (Cross, 
1981, p. 91). Perhaps these appproaches to adult learners were 
appropriate in less complex times and for less educated populations. Such 
conclusions do not necessarily apply to adult learners in general, 
particularly those who are in transition; those in knowledge-intensive 
occupations; or those who are choosing to begin graduate study. 
Part of the problem in understanding today's adult learner has been 
the lack of a coherent theoretical base. The author does agree with Cross' 
(1981) observation that the specialization of function among psychologists 
and adult educators has made it more difficult to understand "human 
behavior as a chain or stream of responses of the individual to his 
environment" (Cross, 1981, p. 130). Knowledge about the role of internal 
variables appears in the literature of psychology, while the literature of 
lifelong education describes the influence of external obstacles on adult 
participation in higher education. A more integrated approach among adult 
education and psychology is warranted. 
Now, more than ever before, many adults are seeking educational 
experiences which will help them to move toward a more integrated 
approach to learning which recognizes and reinforces other aspects of 
adult life - Kolb (1984) and Belenky et al. (1987) describe such an 
approach. Cross’ (1981) observation that adults were more interested in 
"practical how-to-do-it courses" rather than "subjects that might be pursued 
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because they satisfy intellectual curiosity" (1981, p. 90), may no longer 
apply to many of today's mid-life learners. Kolb's theory about learning 
describes the outcomes which, ideally, learning environments conducive to 
lifelong learning can help promote for all learners. He aspires to learning 
outcomes which would enable adults to flourish in times of rapid change 
and to continue to contribute to society as productive workers and citizens 
throughout their adult lives. 
We are now living in a world where, because of continuous changes 
in technology and the explosion of new information, the ability to analyze, 
integrate and apply knowledge from diverse areas becomes as critical as 
the acquisition of specific skills. Cross herself appears to have modified her 
earlier work's lack of emphasis on the pervasive influence of transitions on 
adult learners (presentation at the CAEL Institute: "Adult Learners: 
Dimensions of Diversity", June, 1985). Educators and leaders from all over 
the world are calling for serious attention to quality lifelong learning as one 
very effective response to the many transitions adults are facing in today's 
changing world and economy. 
Theoretical Framework for the Present Study: Understanding Adultsin 
Transition and their Patterns of Participation in Higher Education 
In this section the author presents her own integration of a theoretical 
framework (see Figure 3) - a synthesis of the theoretical frameworks of 
Rubenson, Schlossberg and Cross. In a previous informal survey, many 
37 
adult learners attending the author's university reported being involved in 
transition in other parts of their lives (i.e. career) in addition to having been 
involved in the transition of returning to school (Oatis, 1986). From these 
initial observations, it became evident that adults' initial decisions to 
participate in education should be viewed within the larger context of adult 
transitions. Deciding to return to school is often a response to changes in 
adult roles. 
Adults often make tentative approaches to returning to higher 
education, i.e. enrolling in a course, workshop or information session, or 
taking courses before enrolling in a program of study. These initial 
educational experiences are part of the exploratory phase of 
decision-making and adults' perceptions of their beginning experience 
contribute significantly to their subsequent decision to continue to 
participate in education. Initial experiences in education also affect 
subsequent attitudes toward education and the adult's sense of competency 
in the role of student. Therefore, the initial contacts which the adult learner 
experiences during the first semester of returning to school influences 
his/her continued participation. 
If there is perceived congruence between the initial educational 
re-entry experience and the possibility of gratifying motives related to adult 
transition(s); there is increased liklihood of satisfaction and ease of 
performance as a student. For example, when the possibility of continued 
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participation in higher education exists for becoming a satisfactory 
response to a life transition (i.e. career), especially if the life transition is 
viewed as a significant one by the individual, there will be more ease and 
satisfaction in performance as a student and increased liklihood of 
continued participation. 
Figure 3 presents a model wherein this ongoing participation is 
envisioned as a feedback loop. Initial participation point (E), may 
culminate in a decision about whether to continue to participate in 
education (this is depicted by the dark line going first from point (E) Initial 
Participation; then to points (F) Self-evaluation and (G)Attitudes-, on to point 
(A) Response to mid-life transitions; and then to point (B)Importance of Goals 
and Expectation that Participation Will Meet Goals - where it may be 
decided that participation in education is an appropriate response to the 
transition(s) involving the adult learner). This decision-making process 
involves the entering adult learner in continuous assessment of the 
personal, social, and familial risks and rewards involved in addressing point 
(D)Oarr/efs and opportunities and in Participating in higher education (F) in 
an ongoing way. 
Rubenson’s expectancy-valence framework, which is included at 
point (B) Importance of goals and expectation that participation will meet 
goals, very aptly describes the importance of expectation of success on the 
part of the individual; as well as the importance of the expectation that 
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I 
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TRANSITION ENVIRONMENTS 
I 
Movement through phases following 
transition: pervasiveness through 
reorganization, which depends on: 
1. balance of individual's resources and 
deficits and 2. differences in pre-and 
post-transition environments re: perception, 
supports, and individuals 
(from Schlossberg's Model) 
It 
(A) 
Participation in Higher Education As A Response to 
Figure 3. A theoretical framework for understanding adults 
in the transition of returning to formal education. 
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ongoing participation in education is a means of satisfying needs which 
have emerged through adult transition(s). If the individual can make 
connections between transition-related goals and education; and if success 
is probable, then barriers are more likely to be overcome and participation 
in education will continue. In an earlier dissertaion research study, Zeigler 
(1980) found that those adult learners enrolled at the undergraduate level 
who became dropouts entered courses with significantly higher mean 
expectancy scores than those who persisted. The study findings suggest 
that initial inflated expectancies contributed to dropping out. Zeigler 
concludes that there was sufficient evidence from his research study to 
justify further investigation on the use of expectancy theory components as 
a way of explaining adult persistence in higher education. In his study, 
components of the expectancy model did explain a greater amount of 
variance than was explained by demographic variables. 
Schlossberg's Adaptation to Transitions Model listed those factors 
she identified from the literature of psychology as being important in 
assessing an individual's response to transitions. These factors were 
grouped under the headings of transitions, perceptions of transitions, 
environmental characteristics, individual characteristics, and adaptation to 
transition. Her model can also provide a useful assessment framework 
when working with returning adult learners . 
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The quality of the adult’s initial interactions with the learning 
environment are very important, as are the individual's own perceptions of 
his/her first-year reentry experience. The impact of additional transitions, 
or the transition of returning to school itself (especially if it is perceived as 
a difficult one) often complicates the adult learner's initial adjustment to 
education. Reaction to transition, in addition to fear or excitement, may 
also involve a feeling of being overwhelmed which may affect all areas of 
life. Schlossberg (1985) has developed a self-scoring survey instrument, 
"Your Transistion Readiness Quotient” to assist adults in evaluating the 
impact of transition on different aspects of their lives. The author of the 
current study has successfully piloted the use of this instrument as part of 
an orientation workshop for returning undergraduate adult learners during 
the fall of 1985. As a result, some of the items have been adapted as a 
basis for several of the questions on change in this dissertation study. 
Rationale For Interest in Adult Learners In Transition 
Being in transition may initially affect an adult learner s cognitive 
functioning. Weathersby and Tarule (1980) report that researchers have 
found that adults who have been out of school for a while often regress to 
less complex ways of thinking during the first semester of studies. If this is 
the case, educators and counselors need to be aware of interventions 
designed to mitigate the potentially disruptive effects which "being in 
transition" may initially entail for many adult learners. Counselors and 
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educators involved in graduate programs also need to learn more about the 
perceptions of adults returning to school so that they can assist them in the 
successful integration of multiple transitions while contributing to their 
ongoing persistence in graduate studies. 
Adult learners can be assisted in developing and consolidating 
supports and in turning potential liabilities into assets. One result may well 
be a significant increase in the number of re-entry adult learners who 
continue to participate in graduate education beyond their initial first 
semester. Currently, the drop-out rate for adults in higher education is very 
high. Increasing recruitment and retention rates among adult learners will 
mean, as Schlossberg suggested, redefining the often rigid bureaucratic 
expectations of higher education institutions in order to better accomodate 
the more fluid lifespan needs of adults. 
If counselors and educators can become more knowledgeable about 
adults in transition and learn how to interact with them in ways which will 
assist them in facilitating the resolution of their transitions as well as their 
continued cognitive development; they will be contributing to the 
development of our most valuable national and global resource today - 
educated, innovative and flexible adults who are lifelong learners. 
Weathersby and Tarule (1980), believe that counselors and 
educators have the opportunity to use the presence of adult learners as a 
catalyst for humanizing institutions and making them more accomodating of 
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nontraditional learners. In order for this to happen, they must first listen to 
what adults as learners have to say as individuals. Then counselors and 
educators must jointly create the flexiblity, challenge and support in 
programs and institutional procedures which will permit more effective 
responses to adults as learners in formal higher education. If, as 
Weathersby and Tarule suggest, education is often a developmental 
intervention in the lives of adult learners, educational researchers should 
also expand the range of research on adults as learners to include methods 
of inquiry and topics of research which will enable counselors and 
educators to learn more about this process of continuing adult development, 
such as career transition, which often occurs simultaneously with the formal 
learning process. 
Botkin et al (1979) in the Club of Rome Report, No Limits to Learning: 
Bridging the Human Gao, emphasized the importance of "innovative 
learning” in our current world situation because it enhances the ability to 
act creatively and deal with the unknown. This kind of learning requires 
participation. Not participation in the traditional sense of pedagogy but 
participation in the sense of communication, support, sharing meanings, 
reciprocity, empathy, and dialogue. Such participation provides adults with 
opportunities to practice new roles, and to enlarge their range of contexts so 
that they are able to deal more effectively with the current rapid rate of 
change - which, more often than ever before, affects them throughout their 
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adult lives. Kraskouskas (1986) in her interview study with twenty-five 
adults between the ages of thirty-five and fifty-five found that adults in 
transition sought and valued innovative and participatory learning. She 
also found that the dominant ways of learning for those in transition tended 
to be active and overt; and that these learning projects often resulted in 
changes in the world view of the adult learner participants. These findings 
point the way toward more responsive education for adults in transition. 
It is also the author's belief along with others (McLaughlin, Krejci, 
Weathersby and Tarule) that these findings indicate the need for more 
comprehensive and collaborative academic and student affairs support 
systems for nontraditional adult learners, especially during the first semester 
of their re-entry experience. These support systems should involve 
university faculty, administration and staff, counseling and other student 
affairs staff, and the students themselves. 
Review of the Recent Literature on Adult Learners in Transition 
Recently, Kraskouskas (1986) found in an interview study of twenty 
adults aged thirty-five to fifty-five, that adults in transition tended to be more 
involved in formal learning through degree programs; they were more active 
and overt in their learning projects than those respondents who were not in 
transition; and they were motivated by an intense need to know which often 
resulted in a change in their world view. Learning projects usually focused 
on one area - that of the work world. 
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Adult learners' perceptions of the uses of education were related to 
their developmental position, according to the findings of Lancaster (1984). 
Individuals at later developmental positions (as defined by Perry, 1981) 
used education as a means of career advancement as well as an 
opportunity to explore their needs, interests and goals; to grow 
intellectually, and to enhance their self-confidence. Individuals at earlier 
developmental positions used education primarily as a means to obtaining a 
vocational credential. 
Watson (1985) in a study of the relationship between personality and 
the use of learning during the life transitions of adults, found that there were 
limited relationships between learning and personality type. Ninety-eight 
percent of the adult sample were involved in some type of learning because 
of their life circumstances, not in spite of them. 
Krejci (1984), in a survey and random interview study of mostly 
younger adult learners who were enrolled in professional programs through 
graduate and continuing education at Union College, noted the probable 
importance of transitions as an important influence in the lives of adult 
learners - in particular for this younger age cohort, career transitions. 
Increasing job status was very highly related to the estimated probability of 
attaining personal and career goals and participation patterns in this study. 
Follow-up interviews with a selected sample of thirty adult learners also 
suggested that "the support or attitude of others toward initial and continuing 
46 
participation is important ...[although] this study remains inconclusive about 
its association with participation” (p. 121). 
Factors Which Affect the Persistence of Women as Learners 
It is important to understand more about the nontraditional adult 
learner populations in order to respond more effectively to diversity. In 
1980, Aslanian and Brickell in Americans in Transition found that adults in 
general were learning for primarily career-related reasons. They posed, 
among other questions, the following question: "Will the growth of learning 
as a means of career re-entry for women be followed by a similar growth as 
a means of career advancement" (p. 131)? One response to this question 
comes from Hodgkinson (1983) who noted that women are participating 
more in graduate education, particularly in law and medicine. He also 
wrote that pressures from mid-management are also increasing the need for 
more female executives and many more women will be encouraged to enter 
professional schools. 
In a field evaluation draft entitled "Re-entry Women and Graduate 
School" (1980), Jeanne Fisher-Thompson and the staff of the Women's 
Re-entry Project and the Project on the Status and Education of Women 
defined a re-entry woman as "one who has interrupted her education after 
college and is seeking to enter or re-enter a university for the purpose of 
earning a graduate degree" (p. 1). Fisher-Thompson suggested that: 
To find out how well an institution treats its students, one need only 
look at the graduate school. There any problems that may exist for 
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undergraduates are magnified - financial aid is scarcer, credit 
transfer more difficult, the feeling of isolation greater, and so on. For 
re-entry women, these problems are complicated further by the time 
constraints of job and/or family responsibilities (p. 8). 
A study by Benjamin and Levy (1978) of re-entry women applying to 
graduate school reported that eighty-six percent of the respondents said 
they encountered discouragement or a negative reaction either during 
admissions or upon entering the department. 
Weisner (1984) investigated re-entry women's perceived attributions 
for success and failure and the effects of barriers on persistence in 
post-secondary education. Using data from questionnaires and in-depth 
interviews, she found differences in the perceptions of persisters and 
nonpersisters: nonpersisters experienced more frequency and intensity of 
the situational and institutional barriers and, while both groups experienced 
a sense of loneliness and isolation on and off campus, non-persisters 
experienced more of a lack of familial, academic, instrumental and 
emotional support. 
Factors Affecting Persistence of Black and Hispanic Students 
Hodgkinson (1983) predicted that there will also be a similar 
increase in graduate school participation among blacks; but hispanics have 
not yet increased their enrollments to the same extent (pp. 16-17). A study 
of the motivational orientations of black graduate students at North Carolina 
State University by Allen (1985), identified motivational factors which 
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affected their graduate education including: social contact, external 
expectations, community service, professional advancement, social 
stimulation and cognitive interest. Mahan (1985) investigated factors 
influencing satisfaction and retention of nontraditional graduate students at 
a major, midwestern university using a a problem checklist and found that 
Hispanic students rated every problem as more serious than white adult 
learners. Six of the ten Hispanic students in the research study were judged 
as having little chance for completion of their doctoral programs. 
Bole-Related Factors Which Mav Affect Mid-Life Adult Learners 
Middle-aged adult learners often experience the stresses of multiple 
role demands. Flannery (1986) used role theory to research how roles, 
individually and in combination, might affect barriers and 
persistence/withdrawal among a five percent random sample of graduate 
students enrolled at at the University of Wisconsin-Madison. All students 
were twenty-five years or older, returning after an absence of at least three 
years; and United States citizens. At the end of five years, twenty-two 
percent of the students had withdrawn. Analyses of the data revealed that 
the parent role was significantly related to the perceived intensity of 
barriers; individuals who worked full-time and those who were divorced, 
separated or widowed had the greatest probability of withdrawing; and the 
greater the number of roles, the more intense the perceived barriers and the 
more likely adult students were to withdraw. Flannery did not find any 
significant differences among men and women with regard to the above 
findings. 
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McLaughlin (1985) summarized the effects of marriage and family 
demands on graduate students in an article appearing in the November 
issue of the Journal of College Student Personnel. His review of the 
literature revealed that married women are more likely than married men to 
have role conflicts and experience a negative effect on their graduate work 
since they are often expected to to continue traditional tasks when they 
become students (Feldman, 1973). He cited authors who have 
documented time constraints in juggling roles (Gruver and Labadie, 1975, 
Holahan, 1979, Van Meter and Agronow, 1982, and Williams, 1977). 
Lozoff (1976) found that academic pressures can cause marital separation 
and divorce or contribute to dissatisfaction. Hartshorn 1972, Williams, 
1977, and Gruver & Labadie, 1975 found that time commitments and lack 
of quality time to spend with spouses may affect sexual satisfaction. Also, 
Gilbert (1982) found that the presence of children appears to be an 
additional negative factor for the married graduate student. 
Lewis (1983) suggests that departments invite couples to attend 
orientations and involve families in activities. Katz & Hartnett (1976) 
suggest the following guidelines for graduate faculty to mitigate adult 
learners' stress: continual feedback on academic work, a clear delineation 
of expectations, and a minimum of competiveness. King (1980) 
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recommends that graduate students need to have mentors, and that this is 
especially so for women graduate students who may have less access to 
interactions with faculty members. Interaction between professors and 
graduate students has been shown to be a key factor in academic 
performance, growth as a professional, and sense of wellbeing (Feldman, 
1973; Katz & Hartnett, 1976). Valdez (1982) suggested a "buddy system" 
approach in which incoming graduate students are paired up with more 
advanced graduate students who are matched (if possible) according to 
marital status and number of children. McLaughlin (1985) recommends joint 
efforts between counseling centers and graduate departments using a 
consultation approach in addressing the needs of adult graduate learners. 
Pace University (Coyle et al, 1985) has implemented several efforts 
to retain adult students including contacting part-time students during the 
first semester that they stop attending. The results of these university 
initiatives have been greater student retention and more information about 
adult students' needs. 
CHAPTER III 
METHODOLOGY 
Design Qf the Current Study 
This study investigated how selected demographic and situational 
variables which had been previously identified in the literature and pilot 
study (Oatis, 1987) affected adult persistence in graduate-level courses 
through the second semester registration. Comparisons were made 
between those who did not register in the Spring of 1988 (non-persisters) 
and those who did register for their second semester of graduate-level 
courses (persisters). Data was obtained from a survey instrument (See 
Appendix A) which was administered during graduate registration in the fall 
of 1987, and again in November of 1987 as a follow-up questionnaire 
(which repeated the last six questions from the initial survey 
Research Questions 
In particular, this study investigates the following questions: 
1. Which of the following demographic characteristics differentiate 
persisters (registered second semester) from non-persisters (failed to 
register second semester): age, sex, race, degree status (full/part-time), 
program, occupation (full/part-time), marital status, income, and children 
(number)? 
2. Are there relationships between students': perceptions of change, 
amounts of change in other life areas, and timing of their return to school, 
and their continued participation beyond the first semester of graduate 
study? 
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3. Is there a relationship between students' perceptions of emotional 
support from others close to them, and their continued participation in 
graduate studies beyond the first semester? 
4. Is there a relationship between the primary motivations(s) of 
career, personal, and/or lifestyle transitions as reasons for returning to 
school, and continued participation beyond the first semester of graduate 
study? 
5. Is there a discrepancy between anticipated and actually 
experienced perceptions of support from university personnel (faculty, 
secretaries, administrators, counselors, students), and if there is a 
discrepancy, is it related to continued participation in graduate studies 
beyond the first semester? 
6. Is there a relationship between adult learners' perceptions of the 
impact of the transition of returning to school on their lives and continued 
participation in graduate studies beyond the first semester? 
7. Is there a relationship between adult learners' initial and 
subsequent (at the beginnining and end of the first semester) perceptions of 
helpfulness of selected student services and continued participation in 
graduate studies beyond the first semester of graduate study? 
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Subjects 
Subjects were to be recruited from among those adults who signed up 
for the first time for graduate-level courses during the fall walk-in registration 
which was held at the University Graduate Office during the first week of 
September, 1987. Adult learners were identified as those who had 
completed their undergraduate degree at least two years earlier or were at 
least twenty-five years of age. 
Every effort was made to include adults who were enrolled in a 
variety of programs. Graduate programs are available at the university in 
engineering, the sciences, management, education, nursing, criminal 
justice and community psychology. 
The purpose of this study was to investigate persistence (defined as 
ongoing participation), of adults (identified according to age) through their 
first semester of graduate studies and second semester registration. 
The Instruments 
The instruments were initially developed and field-tested through 
structured interviews with a stratified sample of graduate students during the 
spring of 1987. This was according to Krejci's (1984) suggestions to future 
researchers: that interviews be used beforehand to better define and word 
the items to be used on the survey instrument - thus preventing the use of 
unclear terms. 
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Description of the Pilot Study 
In March of 1987, the author conducted a small pilot interview study 
using the first draft of the questionnaire developed for this dissertation 
research project (Oatis, 1987) in which a randomly-selected, stratified 
sample of four graduate students over the age of twenty-five were 
interviewed. The sample consisted of one part-time male graduate student, 
one part-time female graduate student, one full-time male graduate student 
and one full-time female graduate student. Participants were initally 
contacted by phone. A meeting was then set up, usually at the participant's 
place of work. First the questionnaire develped by the author was 
administered, and then the "Mattering Scale" (Schlossberg, LsSalle, Golec, 
1986). These two instruments took about twenty minutes to complete. 
Reactions to the instruments were elicited through subsequent 
open-ended interviews with each respondent. Some of the comments on 
the questionnaire (Oatis, 1986) included the following suggestions: define 
more clearly what is meant by the word "support"; clarify directions for 
completing the rating scales; include a lower income range for those who 
are not working; clarify whether or not income includes spouse's or other's 
income; and add questions on ages and number of children. Overall, 
reaction to the questionnare was positive. The revised questionnaire was 
shown to the Assistant Dean and Dean of the Graduate School, who 
contributed to the questions on race and degree status. 
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CQ.mparigon Qf Pilot Interview Findings and Previous Research 
All of the graduate students interviewed in the pilot study stated that 
they were involved in education as a response to a current or anticipated 
career transition. For several, completing a degree program was a personal 
goal as well. These findings were consistent with the findings of Metzger 
(1986). In her interview study of undergraduate re-entry adult women, all 
indicated that a desire for a career change precipitated their return to 
school, and that personal fulfilment was also an important consequence of 
re-entry. 
Those interviewed in the pilot study also reported that returning to 
school involved lots of change in one or more areas of their lives. 
Emotional support from others was rated as very important to persistence, 
and this included not only support from spouse and/or family, but also 
support from other students, faculty and advisors. Williams et al. (1984) in 
their survey of entering graduate students, found that these students 
revealed that the adult students "would have appreciated help in coping 
with their new environment.... Current literature on stress reinforced our 
theory that support groups are necessary and important for all of us during 
transition" (p. 173). Although they found no short-term evidence of support 
groups affecting the students’ academic performance (as measured by 
grade point averages), the authors suggest that "using networking 
techniques...are primary preventative measures to prevent otherwise 
capable students from dropping out" (p. 174). 
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Most respondents of the pilot study also indicated that support 
services such as: orientation, workshops in stress and time management, 
career development services, refresher courses, and referrals for tutoring 
and career counseling would also be helpful to entering graduate adult 
learners. In a study of adult learners at a two-year undergraduate college, 
Demont (1986) found a significant difference between the retention rates of 
students who were randomly assigned to an experimental group which 
received specialized counseling services including: career financial and 
academic advising, and a control group. Beutell and O’Hare (1987) based 
on a study of role conflict among professional and nonprofessional adults 
who were also students, recommend that "orientation and counseling 
programs for returning female students might include discussions of life 
events and social support (Roehl & Okun, 1984) but should also include 
workshops and presentations on role conflicts and coping strategies" 
(p. 144). Beer (1986) found that sex differences in the perceptions of adult 
students of college social environments: women perceived more affiliation 
in the classroom and men perceived more task orientation. There were no 
statistically significant differences between men and women in their 
perceptions of teacher support. 
Demographic data was gathered in order to further define the 
demographic characteristics of the target population. Previous research on 
undergraduate populations of adult learners (Haggerty, 1985 and 
Weidman,1985) revealed that adult student persisters' demographic profile 
were significantly different from nonpersisters' along several variables 
including sex age, and enrollment status. 
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Description of the Questionnaire 
The first instrument, a three-page questionnaire (Oatis, 1987, see 
Appendix A), was administered during the fall graduate registration. As 
previously discussed, this revised questionnaire was refined through pilot 
interviews with a stratified sample of current graduate students. The first part 
of the questionnare (questions one through sixteen) included questions 
designed to elicit demographic data which, based upon the pilot interviews 
and review of the literature, may relate to patterns of persistence in the first 
year of graduate studies. The rest of the questionnaire contained questions 
derived from a review of the literature of persistence patterns among adult 
learners. Aslanian and Brickell identified career-related transitons as the 
primary reasons adults return to school and questions twenty-one and 
twenty-two were derived from their findings. Finally, questions twenty-three 
through twenty-nine were adapted from the Transitions Readiness Quotient 
(1985) which is based on Schlossberg's Adaptation to Transitions Model. 
The questionnaire ended with a support services needs assessment 
derived from previous needs assessments conducted during undergraduate 
adult learner orientation at the University of Lowell (Oatis, 1986), as well as 
findings from the pilot interviews (Oatis, 1987) and the review of the 
literature. 
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Procedure 
As many students as possible were approached by the author as part 
of the graduate registration which took place from August twenty-fourth 
through September third, 1987. Adults were asked to volunteer to fill out the 
revised questionnaire if they indicted that they were registering for graduate 
courses for the first time and had been away from college for at least two 
years. 
The Fall registration was attended by all graduate students who had 
not registered by mail (all graduate students enrolling for the first time in 
university degree programs were required to attend this onsite registration). 
All but two of the students approached who met the criteria agreed to fill out 
the questionnaire. The author was unable to attend late registration 
September eigth through the fourteenth because of work demands. 
However, arrangements were made to distribute the questionnaire to late 
registrants through the Assistant Dean of the Graduate School. In addition, 
questionnaires were mailed to all nondegree students who had registered 
by mail. These questionnaires were not mailed out until September 
twenty-fifth because of a delay in the availability of mailing labels. In all, 
four hundred and eighty-seven questionnaires were collected through 
on-site registration, and and eighty-one were mailed in. 
In order to provide data for research questions five and seven, a 
proportional, stratified sample was randomly drawn according to the 
procedure outlined by Wright (1983) in Quantitative Methods and, Statistics. 
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For this study, a sample equal to one half of the original sample (285/569 = 
.50) was randomly drawn for each of the following stratum: 1. entering male 
graduate students attending full-time (nine credits or more = 50 subjects); 2. 
entering female graduate students attending full-time (nine credits or more = 
41 subjects); 3. entering male graduate students attending part-time (up to 
nine credits = 102 subjects); and 4. entering female graduate students 
attending part-time (up to nine credits = 92 subjects). 
A letter and follow-up questionnarie (see Appendix B) were mailed to 
all subjects in the proportional, stratified sample on November 24,1987. 
The questionnaire consisted of the last nine items orginally introduced on 
the first questionnaire (see Appendix B). Another instrument, the Mattering 
Scale (Schlossberg, LaSalle, Golec, 1986) was to be distributed at this 
point as well. However, the author received word by phone on November 
17,1987, that factor analysis had revealed flaws in the instrument and that it 
would not be possible to use the Mattering Scale. This was then confirmed 
by letter (see Appendix C). During the week of December seventh, another 
mailing of the follow-up questionnaire with a reminder to fill it out was sent to 
all non-respondents. This was followed up by phone calls during the last 
two weeks of December and the first three weeks of January to all 
non-respondents - some of whom were asked to reply to questionnaire items 
as they were read over the phone. Total response rates for all four groups 
of the random, proportional stratified sample averaged 82%. (84% of the 
part-time males responded; 86% of the part-time females replied; 78% of the 
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full-time males responded; and 85% of the entering full-time, female 
graduate replied). 
On January 22, at the close of the Spring,1988 late graduate 
registration enrollment period, records were examined to identify those 
graduate students who persisted beyond the first semester of graduate 
studies. All data were treated with special atttention to confidentiality. 
Names were alphabetized and then separated from questionnaires which 
were then identified by number only for coding purposes. Questionnaires 
were then coded according to a codebook which was developed by the 
author during the fall of1987 (see Appendix D) and data was entered into 
the computer. Chi-square analyses of the data were conducted using the 
second edition of the Statistical Package for the Social Sciences (SPSSX, 
1986) software package. 
CHAPTER IV 
ANALYSIS AND DISCUSSION OF THE DATA 
Introduction 
Chapter Four presents results from the analysis of data in four 
sections: 1) a presentation of the statistical procedures used; 2) a 
demographic comparison using frequencies to describe first, the total 
sample population; then non-persisters and persisters; and finally, women; 
3) a summary of results from multivariate analysis of variance and 
discriminant analysis using selected variables for the groups: 
persisters/non-persisters, and males/females; and, 4) a presentation of the 
data obtained from cross-tabulations in relation to each of the research 
questions. 
Statistical Procedures Used in This Study 
The statistical procedures used to analyze the survey data included 
frequencies, cross-tabulations chi-square analyses, multivariate analysis 
of variance and discriminant analysis. Data was analyzed first for the 
population as a whole, then according to full-time/part-time status, and 
finally according to sex. Frequencies for all variables are listed in tables in 
Appendices E and F Data which chi-square analysis revealed to be 
statistically significant at the levels of .05 to .0001 are marked with an 
asterix. 
In the initial phase of data analysis, frequencies were obtained and 
zero variables were recoded and declared missing as follows: those with 
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years of birth of 1987,1966,1965, and 1964 were first deleted (size of 
adjusted sample was 557); then years of birth were recoded first into ages 
and then into two age cohorts (24-34 and 35-58). The second analysis 
using cross-tabulations (persister/non-persister by all variables) revealed 
the need to combine some values in order to deal with small numbers in 
some cells after which further cross-tabulations of persisters/non-persisters 
by all variables were made; and additional cross-tabulations of persisters 
and non-persisters by selected variables were obtained, controlling first for 
full-time/part-time status, and then for sex. The final statistical analyses 
consisted of multivariate analysis of variance and discriminant analysis 
using selected variables for the following groups: persisters/non-persisters 
and males/females. 
An attempt was made to conduct cross-tabulations of the September 
and November responses according to the stratum used to determine the 
random proportional, stratified sample first used for the follow-up mailing 
(part-time male, part-time female, full-time male, full-time female); however, 
cell sizes were too small for many of the cross-tabulations. 
Comparisons and Descriptions of Entering Graduate Students 
Desciption of the Population as a Whole. Analyses of frequencies 
(see Table One in Appendix E) indicated that almost seventy percent of this 
sample of entering adult graduate learners were between the ages of 
twenty-four and thirty-five. Males comprised a little over fifty-three percent 
and females comprised forty-seven percent of the total sample. 
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The majority of those responding to the questionnaire were white 
(78.6%). Asian students accounted for an additional seventeen percent of 
the graduate students surveyed. Black students comprised slightly less 
than two and a half percent; followed by Hispanic students (1.6%) and those 
respondents who indicated "Other/Foreign" (.4%). Since the numbers of 
Black, Hispanic and "Other Foreign" students were so small, these were 
collapsed into the one category of "Other" for purposes of chi-square 
analysis. However, since this study is also concerned about describing the 
characteristics, needs and persistence patterns of entering Black and 
Hispanic graduate students, totals of persisters and non-persisters were 
reported in the first table of Apendix E even though there were small 
numbers of Black and Hispanic graduate students. 
Almost ninety percent of all adult learners responding to the 
questionnaire were employed in professional/technical occupations. An 
additional eleven percent indicated that they were employed in managerial 
occupations. The remaining respondents (approximately 5%) were 
distributed among the clerical, crafts, and service occupations. 
Over two-thirds of the respondents indicated that they were working 
full-time in addition to taking graduate courses; and less than one-fifth of the 
sample indicated that they were not working at all. Slightly less than half of 
the respondents were married. More than half of the sample were single, 
separated or divorced. The mean average yearly income for respondents 
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(and spouses where applicable) was in the thirty to forty thousand dollar 
range. 
Most of the graduate students in this sample did not have children 
who lived with them (70.4%). Of the less than thirty percent who reported 
having children who lived with them; the mean number of children was less 
than two (1.9). The children ranged in age from less than one year to 
twenty-seven years of age 
Description of Non-Persisters’ Responses. The first table in 
Appendix E summarizes frequencies and significant results of chi-square 
analyses for non-persisters and persisters. Analysis of the data revealed 
that those adults who did not persist beyond their first semester of graduate 
coursework at the university were more likely to be between twenty-four 
through thirty-four years of age; male (55.2% vs. 44.8% female) and white 
(83.1 % vs. 11.6% Asian and 8.3% Other). Proportionate to their total 
sample sizes, more entering Foreign graduate students (3 out of 5), Black 
graduate students (5 out of 8), and white graduate students (172 out of 430) 
were non-persisters than Asian or Hispanic graduate students. 
Slightly over seventy percent of the non-persisters were taking 
courses as non-degree students. Graduate programs in education (15.1% 
of the non-persisters) computer, electrical and systems engineering (19.6%) 
and Computer Science (19.6%) each had thirty or more non-persisters (in 
contrast to the other program areas which had from 1 to 11 non-persisters). 
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Most of the non-persister (87.4%) were part-time graduate students (taking 
eight credits or less). 
The majority of non-persisters in this study were employed in 
professional/technical careers (89.9%), or as managers (9%). The majority 
of non-persisters were also employed full-time (79.9%) while taking 
graduate courses. Almost sixty-six percent of the those not persisting into 
the second semester reported annual incomes (including spouse's) of over 
twenty thousand dollars a year. 
Almost fifty-one percent of the non-persisters were married (44.9% 
were single, and the rest separated or divorced) and sixty-eight percent did 
not have any children living with them. Of those who had children, over 
forty-five percent had one child, almost thirty-eight percent had two 
children, and almost seventeen percent had three or more. The ages of 
children most frequently reported by non-persisters were in the birth 
through two-year old range. 
Most of the non-persisters' early socio-economic backgrounds (as 
indicated by level of parents' occupations) appeared to be similar to their 
current socio-economic status in that fathers' occupations were listed most ■ 
often as: professional/technical (35.2%), managers (30.8%) and craftsmen 
(17.6%). Mothers' occupations were most often described as: service 
workers (including housewives, 53.3%), clerical workers (13.3), managers 
(6.7%) and professional/technical workers (21.7%). 
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Over four-fifths of the non-persisters (82.5%) indicated that 
"career/job" best described their primary motivation for enrolling in graduate 
courses. Almost eighty-two percent chose "advance in career" as the best 
descriptor, followed by those who chose: "keep up with career" (34.8%); 
"develop alternate career path" (47.3%); and "retrain in career" (30.6%). 
Over sixty-seven percent of the non-persisters reported that 
returning to school required changes in other areas of their lives with the 
"personal/social" area requiring the most change (30.6%); followed by 
family (19.8%) and work (19.8%). However, over forty-nine percent of the 
non-persisters responded that they returned to school at a satisfactory time 
in their lives relative to other demands, and an additional twenty-six percent 
rated the timing as "workable". 
Over one-third of the non-persisters indicated at the beginning of the 
fall semester that emotional support from others was important to their 
persistence in graduate studies. Almost twenty-seven percent rated 
emotional support as "very important” to their persistence, and twenty-two 
percent rated support as "somewhat important". 
When they were asked in another question to rate whether emotional 
support from others in the university was important to them, almost forty 
percent indicated "somewhat important", an additional fifteen percent 
responded "not very important" and seventeen percent rated emotional 
support as "not important". When this question was repeated in the 
November follow-up questionnaire, non-persisters' responses were even 
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more negative concerning their perceptions of the importance of emotional 
support from others at the university: almost thirty-nine percent of the 
non-persisters responded in November that emotional support from others at 
the university had not been important to them. 
Non-persisters tended to anticipate less support from different 
segments of the university community (18.5% anticipated in September 
receiving no support from faculty; 33%. 1% anticipated none from 
secretaries; 27.9% anticipated no support from administrators; 27.3% 
anticipated none from counselors; and 16.5% anticipated receiving no 
support from other students). These initial lower expectations may have 
reflected either a more negative mindset; less involvement; or more negative 
initial experiences with the university. For some, lower expectations of 
support may have acted as self-fulfilling prophecies - preventing them from 
reaching out for support during the rest of the semester and thus contributing 
to their non-persistence. However, it is difficult to ascertain which came 
first, and more importantly, to avoid "blaming the victim". 
The November follow-up data revealed that overall, non-persisters 
felt-that they had been receiving less support than they anticipated from the 
university community: almost thirty-three percent reported receiving no 
emotional support from faculty; over sixty-seven percent received no 
support from secretaries; sixty-one percent reported none from 
administrators; eighty percent received no support from counselors; and 
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almost thirty-three percent of all non-persisters reported that they received 
no emotional support from other students. 
When asked to assess the impact which the transition of enrolling in 
graduate-level courses has had on their lives, most non-persisters (71.6%) 
rated the experience of returning to school as "positive" or "mixed". 
Similarly, almost seventy percent of the non-persisters responded that the 
transition was "positive" or "mixed" in its impact on their energy level. Eight 
percent described the transition as "overwhelming" (as opposed to 
challenging), and fifty-seven percent reported that they were "really 
coping" or "coping" (as opposed to "not really coping"). 
Overall, non-persisters were less likely to use the term "very helpful" 
to rate the usefulness of potential services for entering graduate students; 
and they tended to use the term "not helpful" more often than persisters (see 
also the analysis of data presented under question 7 of this chapter). 
Camparison of Persisters' Responses to Non-Persisters'Responses 
Included in the first table of Appendix E are frequencies for persisters 
and non-persisters which reveal that persisters were similar to 
non-persisters in that they are more often between the ages of twenty-four 
and thirty-five (70.1%), male (51.9%) and white (74.8%, vs. 83.1% for 
non-persisters). Two significant differences between persisters and 
non-persisters are that, overall, more persisters were Asian (20%) and 
fewer were Other (5.2% including Black, Hispanic and Foreign). 
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Persisters were more likely than non-persisters to be involved in 
degree programs (72.2% vs. 27.8%). Programs with thirty or more persisters 
included: nursing (9% of the total persisters in the sample), education 
(24.2%); computer, electrical and systems engineering (11.1% of the total 
who persisted). Those programs with percentages of persisters higher than 
the average of sixty-three percent included: clinical laboratory sciences 
(87.5%), physics (87.5%), psychology (87.5%), business administration 
(84.6%), nursing (81.6%), biological sciences (75%), chemistry/polymer 
science (75%), criminal justice (75%), music (68.8%), and mathematics 
(67.9%). Only fifty-six percent of the persisters were part-time graduate 
students (taking eight credits or less) in contrast to eighty-seven percent of 
the non-persisters who were part-time. 
Also, fewer persisters (as compared to non-persisters) were 
employed in professional/technical careers (79.4% vs. 89.9%). Slightly 
higher percentages of persisters as compared to non-persisters were 
employed as managers (12.8% persisters vs. 9% non-persisters) and as 
service workers (7.8% vs. 1%). 
A smaller percentage of persisters were working full-time (59.5%) in 
contrast to non-persisters (79.9%); and more were working part-time (15.2 
vs. 8.3%) or not working at all (25.3% vs.11.8%). These patterns of work 
could be related to the fact that more persisters were enrolled in full-time 
programs of study. A higher percentage of persisters also reported annual 
incomes of twenty-one thousand dollars per year or more (72% vs. 65.7 /o). 
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However, twenty-eight percent of all persisters also reported incomes of 
less than twenty-one thousand dollars per year. Again, this finding could 
reflect the fact that more persisters made a commitment to full-time studies to 
the exclusion of full-time work, and/or it could also be the case that those 
who persisted were more motivated to persist because of lower incomes. 
Fewer persisters in contrast to non-persisters indicated that they 
were married (44.2% vs. 50.7%) - the majority indicated that they were 
single (50.6% vs. 44.9%) and the remainder: "divorced/separated" 
(.05%/.04%). Proportionally, a slightly higher percentage of non-persisters 
were married (50.7%) as opposed to persisters (44.2%). Persisters (72.1%) 
were also less likely than non-persisters (67.6%) to have children living at 
home. Of those who did have children at home, thirty-seven and a half 
percent had one child (37.5% had two children, and 25% had three or more 
children). The ages of persisters* children appeared to be more varied, and 
slightly older than non-persisters* children. 
Persisters' early socio-economic backgrounds (as indicated by the 
status of parents' occupations) did not appear to differ from non-persisters* 
backgrounds. Most of the fathers were employed in professional/technical 
careers (35.6%); as managers and administrators (35.6%) or as craftsmen 
(12.3%). Mothers' occupational groupings included: service workers and 
housewives (48.4%), clerical (12.5%), managers (8.3%), and professional/ 
technical (22.8%). 
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In this study, persisters were similar to non-persisters in that most 
indicated that "career/job" best described their motivation for returning to 
school (82% vs. 82.5%). Persisters also chose to describe their career- 
related motivations in terms of "advance in career" (78.3%), followed by 
"developing an alternate path" (55%). However, persisters were more likely 
than non-persisters to indicate that "retrain for a career" (43.8% vs. 30.6%) 
described their motivation, and were even less likely to indicate that 
"keeping up with present job" described their career-related motive for 
taking graduate courses. 
Over sixty-five percent of those persisting indicated that returning to 
school required changes in the following areas of their lives: in personal/ 
social areas (36.7%), work (34%) and family (21.3%). This pattern of 
responses differed slightly from non-persisters: personal/social (30.6%), 
family (19.8%) and work (19.8%). The most noticable difference was that 
more persisters' decisions to enter graduate school required change in the 
"work" area of their lives. Again this might be related to the presence of 
more full-time students in the persister category, or greater involvement in 
graduate studies. 
Higher percentages of persisters indicated that the timing of their 
return to graduate school was the "best time" to return" (30.8% vs. 25.1%); 
an additional fifty-one percent rated it as "satisfactory"; and fewer persisters 
than non-persisters rated it as "not so satisfactory but workable" (18.2% vs. 
25.6%). 
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When asked to respond to the question: "How important is emotional 
support to your persistence in graduate studies?", most persisters answered 
in ways which were similar to non-persisters' response patterns: "very 
important" (31.3%); "important" (39.2%); and "somewhat important" (19%). 
Response patterns were also similar for the following question "How 
important has emotional support from others at the university been to you?": 
As of September, persisters’ responses were: "very important" (19.2% vs. 
12.7% for non-persisters), "important" (27.7% vs. 23.4%), "somewhat 
important" (31.7% vs. 31.7%), "not very important” (13% vs 15.1%) and "not 
important" (8.3% vs. 17.1%). The follow-up survey in November (in which 
this question was asked again) revealed a similar pattern - with persisters 
overall rating the importance of emotional support more highly than 
non-persisters (27.7% of the persisters felt emotional support was "very 
important" versus only 11.6% of the non-persisters). There was an even 
more striking difference in the even lower percentage of persisters 
responding with "not important" (14.9% vs. 38.8%). 
When asked to rate (as of September) the amount of support they 
anticipated receiving and then (in November) the amount they actually 
received from specific areas of the university community, persisters were 
again more positive than non-persisters subsequent perceptions of support 
received from faculty. However, both groups were more negative in their 
perceptions of the amount of emotional support they actually received 
(6.8% of persisters versus 18.5% of non-persisters anticipated receiving 
no emotional support from faculty; and in November, 20.5% of persisters 
versus 32.8% of non-persisters reported actually receiving "no emotional 
support" from faculty). 
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This pattern of responses continued for perceptions of anticipated 
and subsequent support from other areas of the univeristy community as 
well. In September, fewer persisters anticipated receiving "no emotional 
support" from secretaries (20.6% versus 33.1% non-persisters); and in 
November fewer persisters reported actually receiving "no emotional 
support" from secretaries (47.1% vs. 67.3%). Persisters were less likely to 
respond "no emotional support anticipated" from administration as of 
September (17% vs. 27.9%), and also in November, (51.9% vs. 61.1%). 
This pattern held true for anticipated and subsequent perceptions of support 
from counselors in September (20.6% vs. 27.1%) and in November (78.5% 
vs. 80%). Even in the area of support from other students, significantly 
fewer persisters anticipated "no support" (6.5% vs. 16.5%) in September 
and reported actually receiving "no support" in November (10.2% vs. 
32.8%). 
In the process of making follow-up phone calls for the November 
survey, the author realized that some graduate students were using the 
"none" category to indicate "not applicable". These respondents perceived 
that it was not necessary for them to receive emotional support from faculty, 
administrators, secretaries, counselors and other students. From their 
perspective, their particular situation did not call for support from areas of 
the university community. 
More persisters described the transition of returning to school as 
having had a "positive" impact on the rest of their lives (this was in contrast 
to non-persisters’ perceptions 87.1% vs. 71.6%). Persisters were also more 
likely to report that the transition to graduate studies resulted in feelings of 
"high energy" (49.7% vs. 30.1%); to view the transition as "challenging" 
(67.7% vs. 62.1%); and to describe themselves as "really coping" (65.2% 
vs.57.3%). Persisters were also more likely to rate potential services for 
entering graduate students as more helpful than non-persisters in both the 
September and November surveys. 
Women As Entering Graduate Students 
Women are pursuing graduate studies in increasing numbers, 
especially in the United States where the percentage of women who are 
graduate students is almost fifty percent, according to the report on 
post-graduate education recently published by the Organization for 
Economic Cooperation and Development (1987). Table Two in Appendix 
E, containing totals and cross-tabulations on selected variables for women 
and men, reveals that almost forty-seven percent of all of the participants in 
this study were female. Of those who persisted beyond the first semester of 
graduate study, slightly over forty-eight percent were female (45.3% of 
fulltime persisters, and 50% of part-time persisters). Almost forty-five 
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percent of the non-persisters were female (50% of the fulltime 
non-persisters, and 43.6% of part-time non-persisters were women). 
One finding which was significant (at the .002 level) was that full-time 
students between the ages of twenty-four and thirty-four were more likely to 
be male (59.5%). In contrast, more part-time students over thirty-five years 
of age were likely to be women (62.2% females vs. 37.7% males ). Also, 
more of the fulltime female graduate students were white (73.1%) as 
compared to fulltime male graduate students (42.7%). 
Following is a summary of women's enrollment patterns by program of 
study. All of the eighteen students enrolled part-time in the nursing program 
and nineteen of the twenty (95%) enrolled in the day program were females; 
as were fifty-six out of the seventy-four (75.6%) fulltime graduate students 
and eleven of the twenty-eight (39.2%) part-time graduate students in 
education. Nine of the ten (90%) students enrolled in health administration 
were women as well as six out of the seven (85.7%) enrolled in clinical 
laboratory sciences. No women were enrolled as fulltime students in either 
physics or chemistry/polymer science. 
Most women (as did men in this sample) indicated that they were 
employed in managerial or technical careers. More fulltime female graduate 
students were working part-time in contrast to male graduate students; yet 
fewer fulltime females than males were not working at all. The opposite was 
true for part-time females; more women than men were working part-time or 
not working at all. 
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Full-time women students were more likely than fulltime men to be 
married. Among part-time students, women were more likely to be divorced 
or separated than males. Of those full-time women students who were 
married, their spouses were more likely to be employed in professional or 
managerial occupations than were male's spouses. Fulltime females' total 
yearly income (including spouses if applicable) were more likely than 
males’ to be above twenty-one thousand dollars a year. These differences 
most likely reflect societal differences between men's and women's 
occupational status and income levels. Significantly more part-time 
graduate women students had children living with them (43.4%) than did 
men (29.1 %) who were part-time graduate students. However, most of the 
full-time women and men students did not have children living with them 
(80.4% of the women versus 88.2% of the males). It appeared that women 
were more likely than men to have three or more children living with them 
although this difference was not significant. 
Both full-time and part-time women students viewed emotional 
support as more important to their persistence in graduate studies than men 
did. Fulltime and part-time women graduate students were also more likely 
than men to anticipate "lots" or "much" support from their friends (women, 
fulltime: 71.2% vs. 44.5% men, fulltime; and women, part-time:50.9% vs. 
29.1% of men, part-time). 
Part-time women students more often than men anticipated that 
support from the university itself would be "very important" to their 
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persistence in graduate studies (17.7% of women versus 08.8% of men). 
This pattern held true for anticipated faculty support as well (16.1% of the 
women anticipated lots of support versus 10.2% of the men). 
In responding to the listing of potential services, significantly more 
full-time and part-time women students than men anticipated that child-care 
services would be "very helpful” to entering graduate students. Full-time 
women students were more likely than men to anticipate that more 
convenient parking and a coffee shop would be "very helpful". Part-time 
women students were also more likely to rate as "helpful" a drop-in 
center/lounge. Both full-time and part-time female students were more likely 
than males to anticipate that referrals to career counseling would be "very 
helpful"; and part-time female graduate students were more likely to rate 
stress management workshops as "helpful". 
The results of the random, follow-up sampling (three months into the 
semester) of fifty percent of all entering graduate-level students (who were 
stratified according to: fulltime/part-time and males/females) revealed some 
interesting findings. Part-time female graduate students were slightly more 
likely than men to report that support from others at the university had been 
"important" to them (the reverse of this was true for full-time female graduate 
students). 
In the follow-up sample, all women students reported receiving at 
least "some" emotional support from faculty and administration. This was in 
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contrast to male full-time students especially who were more likely to report 
having received "no support" from faculty or administration. 
Fulltime female graduate students were more likely than fulltime male 
graduate students to report that they received "lots" of emotional support 
from other students (36.3% females versus 10% males). Many more full-time 
female graduate students than males also responded in the follow-up 
survey that an orientation for graduate students would be "very helpful" 
(66.6% women versus 29% men) and that math skills refresher workshops 
would be "somewhat helpful" (47% of women versus 23.3% of men). 
Cross-tabulations controlling for both sex and fulltime status revealed 
some additional statistically significant differences in the ways persisters 
differed from non-persisters in their response patterns. More part-time 
female graduate students who did not persist into the second semester 
(15.6%) anticipated "no support" from other students than did those 
part-time female graduate students who id persisted (5.9%). This pattern of 
more negative anticipations of support from non-persisters also showed up 
in their ratings of anticipated helpfulness of the following services: career 
development workshops (only18.6% o.f part-time non-persisters had rated 
them as potentially "very helpful" versus 37% of the persisters); and for time 
management workshops ( only 7.2% of the part-time female non-persisters 
rated them as "very helpful" versus 27.3% of the persisters). 
It could be that failure on the part of non-persisters to recognize 
those services and supports which could have potentially assisted them in 
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their transition contributed to their non-continuation. It could also be that 
some women non-persisters from the onset were less involved in the 
university and/or less willing to use support services. 
There were also significant differences between fulltime women 
students who were non-persisters or persisters in the following areas: 
twenty-five percent of all non-persisters responding anticipated that writing 
skills refresher workshops would "not be helpful" as opposed to only three 
percent of the persisters. Furthermore, non-persisters were more likely to 
anticipate "no support" from faculty (23.1% non-persisters versus 3.3% 
persisters). In contrast, forty-six percent of all female persisters (46%) rated 
stress management workshops as "very helpful" versus none of the 
non-persisters. Finally, more female non-persisters than persisters rated as 
potentially "very helpful" evening hours for offices and a coffee shop. 
Summary of Findings from Multivariate Analysis of Variance and 
Discriminant Analysis 
Multivariate analysis of variance was used in this study as outlined 
by Bock and Haggard (1968): "The purpose in applying multivariate 
statistical analysis to these problems is to determine how and to what extent 
the independent variables explain or predict the responses of the subjects 
represented in the dependent variables" (p.100). 
Table Three in Appendix E presents, from the multivariate analysis, 
the means and standard deviations for all significant variables according to: 
persisters, non-persisters, males and females and lists only results from the 
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univariate F-tests which showed a significance of F at the .05 through .0001 
levels. Following is a summary of findings from Table Three which were 
significant at the .001 to .0001 levels. Women were more likely than males 
to anticipate support from friends. Both male and female persisters were less 
likely than non-persisters to indicate that "keeping up with their careers" 
described their career-related reason for returning to school; non-persisters 
were less likely to describe "retrain for a career as their career-related 
reason for returning to school. Male and female persisters were more likely 
than non-persisters to anticipate "average" amounts of emotional support 
from faculty, with non-persisters less likely to anticipate as much emotional 
support from faculty. A similar pattern of responses occurred for the 
question about "anticipated support from other students". Finally, male and 
female persisters were less likely than non-persisters to use the term "low 
energy" to rate the impact which returning to school has had on their lives. 
Tables Four through Seven in Appendix E present results from the 
multiple analysis of variance showing the effect of persistence and sex on 
selected variables. Table Four presents within cells correlations with 
standard deviations on the diagonal and Table Five lists within cells 
sum-of-squares and cross-products. Table Six presents the 
sum-of-squares and cross-products according to the following adjusted 
hypothesis: the effect of sex; and Table Seven presents similar data for the 
adjusted hypothesis: the effect of persistence. Results of related 
multivariate tests of significance are also presented in these two tables. 
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Table Eight in Appendix E presents standardized discriminant function 
coefficients from the multivariate analysis for the following effect: persist 
(persisters, non-persisters) by sex (male,female). 
Results of discriminant analyses need to be interpreted with care. 
Bock and Haggard state that: 
The formal equivalent of discriminant analysis can also be 
incorporated in multivariate analysis of variance. In this context it is 
used primarily as an aid in characterizing differences between 
groups, rather than as a device for classifying subjects (p. 117). 
Bock and Haggard warn that coefficients should be standardized in 
order to make comparisons yet, even when they are standardized, "the 
coefficients of the discriminant functions do not always reflect closely the 
direction or magnitude of effects in coresponding variables" (p. 118). 
Overall, the results from the multivariate analysis of variance support 
the findings obtained from the cross-tabulations. 
A step-wise discriminant analysis was also carried out to determine 
the "importance" of the variables. As noted earlier, these results have to be 
interpreted with caution because "if two variables are highly correlated and 
show similar values in the standardized contrast, the function will treat the 
variables effectively as one, and divide the contrast between them" (p. 118 
Bock and Haggard). Table Nine of Appendix E presents results from the 
step-wise discriminant analysis on groups defined by "persister/non- 
persister"; and Table Ten presents the results of step-wise discriminant 
analysis on groups defined by "male/female". 
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Findings from CrQSS-TabulatiQns With Respect tg the Research Questions 
In this section each of the study's seven research questions are 
presented followed by findings from the analysis of the data which relate to 
each question: 
Question 1- Which of the following demographic characteristics 
differentiate persisters (those who registered second semester) from 
non-persisters (those who did not register second semester): age, sex, 
race, degree (full/part-time), occupation (full/part/time), marital status, 
income, and children (number)? 
There were initial significant differences between persisters and 
non-persisters for the following characeristics: degree status; full-time (nine 
credits or more)/part-time (less than nine credits) status; work status 
(full-time, part-time, not working); and yearly income level (See Tablel in 
Appendix F). Persisters were more likely to be enrolled in a degree program 
(76.2% versus 29.8%); attending full-time (43.9% versus 12.6%); employed 
as managers (12.8% versus 9%) and service workers (7.8% versus 1% ); 
working part-time (15.2% versus 8%), or not working (23.3% versus 11.8%); 
and earning less per year than non-persisters. Most of the sample (79.4% 
of the persisters and 89.9% of the non-persisters) were employed in 
professional and/or technical occupations. 
When ages were recoded into two age cohorts (24 -34 and 35-58), 
chi-square analysis revealed the following additional significant difference 
(.0478) among fulltime and part-time persisters and non-persisters (see 
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Table 2 in Appendix F): although students age thirty-five to fifty-eight 
comprised only eighteen percent of the total sample of fulltime graduate 
students, they accounted for almost thirty-one percent of those not 
persisting into the second semester of fulltime graduate study. Almost sixty 
percent of the graduate student population attended the university on a 
part-time basis in the fall of 1987. Among part-time students, seventy-two 
percent of all part-time graduate non-persisters were twenty-four to 
thirty-four years of age. 
Results of initial chi-square analyses had originally failed to 
differentiate persisters from non-persisters at any significant level (.05 to 
.00) for the demographic characteristics of sex, race, marital status and 
children (number). Therefore, prior to the next computer run of 
cross-tabulations, values were relabelled in order to reduce small numbers 
in certain cells for the following variables: race (recoded from Asian, Black, 
white, Hispanic, foreign, and other to: Asian, white, and other); degree 
status (recoded from degree, provisional, non-degree to: degree and 
non-degree); occupation (recoded from service worker, farm laborer, 
transport, craftsmen, clerical, managers, professional/technical to: other, 
managers and professionals); marital status (recoded from married, 
divorced, separated, and single to: married, divorced and single; and 
number of chidren (recoded from 1,2, 3, 4, 5, and 6 to: 1,2 and 3 or more). 
After Black, Hispanic, foreign and other were combined in the 
recoding, chi-square analysis for the total sample and for full-time students 
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revealed statistically significant differences (see Tables 3 and 3-a in 
Appendix F). For fulltime graduate students, Table 3-a reveals that forty-six 
percent of all non-persisters were Asian - although Asians comprised only 
thirty-seven percent of the total sample; and fifteen percent of Black, 
Hispanic and Foreign graduate students were non-persisters although they 
comprised only six percent of the total sample. 
Chi-square analysis also revealed highly significant differences 
among all persisters and non-persisters by occupation (see Table 4 in 
Appendix F). There were less significant differences between part-time 
graduate persisters and non-persisters (see Table 5 in Appendix F): almost 
eighty-four percent of the respondents indicated that they were employed in 
professional occupations, yet professionals comprised almost ninety 
percent of the non-persisters in general (and ninety-one percent of all 
part-time non-persisters). Slightly over eight percent of the remaining 
respondents (who were neither professionals or managers) did not persist in 
their graduate studies even though they comprised only five percent of the 
total. 
Differences between persisters and non-persisters on responses to 
the question "Are you currently working full-time, part-time or not working? 
were highly significant (see Table 6 in Appendix F) with more 
non-persisters working full-time (79.9%) than persisters (59.5%). Another 
interesting finding was that a proportionally larger percentage of 
non-persisters were divorced or separated compared to their actual 
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percentage in the total sample: divorced and separated graduate students 
totalled only four and a half percent of the total sample yet they comprised 
thirty-seven and a half percent of non-persisters among full-time graduate 
students. Single students (who were almost fifty-eight percent of the total 
population), comprised only eight percent of non-persisters overall. These 
findings indicate that, for fulltime graduate students, there may be some 
interaction between being divorced or separated on persistence in 
graduate studies during the first year. It is probable that being divorced 
entails not only weakening of the support system through the loss of a 
spouse, but also possible role strain if multiple demands (i.e. children, and 
work) compete for already strained resources. Many adults do re-enter 
formal education during such a time of transition. 
Level of income was also significant in differentiating persisters from 
non-persisters (see Table 7 in Appendix F): the non-persisters reported 
more income per year than the persisters did. However, further cross¬ 
tabulations revealed that there were no significant differences in 
persistence related to fulltime/part-time graduate status by income. It is not 
necessarily the fact that more full-time students are working less and 
earning less that explains the difference in yearly income; there may also be 
a relationship between higher income level and non-persistence. Perhaps 
those making more income are less motivated by financial need to continue 
graduate studies. 
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Quezon Twp. Are there relationships between students’ 
perceptions of change, amounts of change in other life areas, and timing of 
their return to school, and their continued participation beyond the first 
semester of graduate study? 
Initial chi-square analyses revealed that there were statistically 
significant differences in the way persisters and non-persisters rated the 
amount of change required in the area of "work": a higher percentage of 
persisters responded that returning to school involved "lots" of change in 
work, (see Table 8 in Appendix F). However, there were no significant 
differences in perceived work changes between persisters and 
non-persisters when additional cross-tabulations were performed 
controlling for fulltime/part-time status. For the following question: "Does 
returning to school require changes in other areas of your life?" 65% of the 
persisters and 66% of the non-persisters answered "yes". 
There were no significant differences between persisters' and 
non-persisters' ratings of their perceived amount of change required in 
family life or personal/social life. 
Differences were also not significant between persisters' and 
non-persisters' perceptions of the timing of returning to school in terms of the 
demands of the rest of their lives. The response categories on this question 
were redefined prior to the subsequent cross tabulation and still, no 
signifinant differences were found between persisters and non-persisters on 
this question. 
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Question Three. Is there a relationship between students’ perceptions 
of emotional support from others close to them, and their continued 
participation in graduate studies beyond the first semester? 
Tables Nine and Ten (see Appendix F) show that differences in two 
of the categories of support (friends and professional associations) were 
statistically significant. Support of friends was also significant for part-time 
graduate students: non-persisters were more likely to describe friends' 
support as "average" (36.6%) in contrast to persisters (27%). Overall, 
persisters were more likely to anticipate "lots of support" from professional 
associations (25%) than non-persisters (13%). Response patterns of 
persisters and non-persisters did not differ on the other three out of five 
(spouse/significant other, close family and coworkers) of the question 
asking respondents to rate the amount of emotional support they anticipated 
receiving from others. 
Also, response patterns of persisters and non-persisters for the 
questionnaire item: "How important to your persistence in graduate studies 
has emotional support been from those who are close to you?” did not differ 
at a level that was statistically significant. Eighty-nine and a half percent of 
persisters and eighty-five percent of all non-persisters rated support from 
others as important to their persistence in graduate studies. 
Question Four. Is there a relationship between the primary 
motivation(s) of career, personal, and/or lifestyle transitions as reasons for 
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returning to school, and continued participation beyond the first semester of 
graduate study? 
There were statistically significant differences between the response 
patterns of persisters and non-persisters on personal change as a primary 
motivation for returning to school (See Table 11 in Appendix F). 
Non-persisters (50.6%) more often used the category "least describes" than 
persisters (34.5%). Additional cross-tabulations controlling for fulltime/ 
part-time status also showed a similar significant difference on this variable 
(52% for non-persisters and 36% for persisters). It is important to note that 
one hundred and forty-two respondents did not rate "personal change" as a 
primary motivation for returning to school whereas only eighteen 
respondents did not to rate "career" as a primary motivation. 
Career was by far most often cited as a primary motivation for 
returning to school. This finding supports previously presented findings of 
Aslanian and Brickell. In the first cross tabulation, career as a primary 
motivation for returning to school did not significantly differentiate between 
persisters and non-persisters. Categories were then recoded but the 
second cross- tabulation failed to show any significant differences as well. 
Question Five. Is there a discrepancy between anticipated and 
actually experienced perceptions of support from university personnel 
(faculty, secretaries, administrators, counselors, students); and if there is a 
discrepancy, is it related to continued participation in graduate studies? 
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Table Twelve in Appendix F shows that there is a significant 
difference between the way persisters and non-persisters rated the 
importance of support from the university: persisters were more likely to rate 
university support as "very important" and "important" and non-persisters 
were more likely to rate support from the university as "not important". This 
could be because many of the non-persisters were part-time students and 
perhaps some of them were not as involved in the university from the 
beginning; they may have perceived the university as a "place to pick up a 
course or two", and did not anticipate using or needing any support. 
However, when response patterns of full-time and then part-time students 
were compared, there were no significant differences between the two 
groups in amount of support anticipated from the university. 
In the November follow-up questionnaire, this pattern continued-only 
it was more pronounced (see Table 13 in Appendix F): a larger percentage 
of non-persisters (38.8%) rated support as "not at all important". There was 
also a significant difference in the way part-time persisters and 
non-persisters rated support from the university (see Table 14 in Table F): a 
much larger percentage of part-time non-persisters reported that receiving 
support from the university was "not at all important to them"; and a larger 
percentage of part-time persisters rated support as "important". 
The ratings of persisters and non-persisters differed significantly on 
more specific sources of support as well (see tables 15 thru 18 in Appendix 
F) for: faculty support, secretarial support, administrative support, 
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counselor support, student support and other support. Non-persisters, even 
before classes started, were less likely to rate support from all of these 
sources as very important" or "important". Further chi-square analysis 
revealed statistically significant differences in anticipated faculty support for 
not only full-time female graduate students (see Table E.2), but also 
part-time male graduate students (see Table F. 18-c): both groups 
anticipated even less support than other students did from faculty. 
However, in the follow-up survey three months into the semester, there was 
no significant difference in the amount of support persisters and 
non-persisters reported actually receiving from faculty (a larger percentage 
of both groups reported receiving "no support" or "little support" from 
faculty). 
Question Six. Is there a relationship between adult learners' 
perceptions of the impact of the transition of returning to school on their lives 
and continued participation in graduate studies beyond the first semester? 
Significantly fewer non-persisters (71.6%) as compared to persisters 
(87.1%) rated the transition to graduate school as having a positive impact 
on their lives (see Table 19 in Appendix F). Non-persisters' ratings were 
also significantly lower than persisters' ratings in describing the impact of 
the return to school on their energy level and were significantly less likely to 
describe their transition as "very challenging". These findings suggest that 
even in graduate school, an entering adult learner's life concerns and 
perceptions of the transition may contribute to non-persistence in the 
second semester-unless these concerns are addressed and/or 
satisfactorily resolved. 
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Question Seven, Is there a relationship between adult learners' initial 
and subsequent perceptions of helpfulness of selected student services 
and continued participation in graduate studies beyond the first semester of 
graduate study? 
Persisters' and non-persisters' ratings of anticipated and subsequent 
perceptions of helpfulness of selected services were significantly different 
for stress management workshops: persisters rated them as more helpful 
than non-persisters did (see Table 20 in Appendix F). It could be that 
non-persisters are less willing to address in a proactive way some of the 
stresses in their lives. Often those who most need assistance with stress 
management say that they are too busy to do anything about it. This means 
that other ways (in addition to workshops) need to be found to address 
stress management issues for those entering graduate students who are at 
risk of dropping out. 
There were also significant differences between persisters and 
non-persisters in the following ratings from the fall questionnaire for. 
orientation programs; career development workshops; time management 
workshops; and referrals to career, personal and family/marital counseling. 
Non-persisters tended to rate these services as less helpful (See Table 21 
in Appendix F). It is important to be more proactive in reaching out to 
entering graduate students who may be at risk in dropping out during the 
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first year by providing them with more support built into program designs 
and delivery as well as through advisors and faculty who are 
knowledgeable adult learner issues and transitions. 
In the November follow-up questionnaire, fewer non-persisters than 
persisters rated stress management workshops as very helpful; however, 
most reported them as somewhat helpful (see Table 22 in Appendix F). This 
was the only statistically significant difference between the November 
persisters' and non-persisters' ratings of services. 
Part-time graduate non-persisters' ratings of the anticipated 
helpfulness of the following student services were significantly more 
negative than part-time graduate persisters’ ratings for; math skills refresher 
workshops, career development workshops, time management workshops, 
stress management workshops, and career counseling referrals (See 
Tables 23 thru 27 in Appendix F). Some part-time graduate students may 
not see themselves as needing to be involved in additional services 
beyond the one or two courses in which they are enrolled; may not have 
interest in continuing their studies toward a degree. 
Discussion and Summary 
The results of the chi-square analyses reveal some interesting 
patterns in the responses of those entering graduate students who persisted 
into the second semester of coursework versus those who did not persist 
beyond the first semester of graduate study. Non-persisters tended to 
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anticipate less support from their friends and coworkers as well as from the 
university, faculty, and other students. 
Non-persisters also indicated by their responses at the beginning of 
the semester that the transition to graduate school was more overwhelming 
and negative for them as a whole than it was for the persisters. Interestingly 
enough, many of the non-persisters rated a variety of potential support 
services as of "no help" or "little help" to them. This tendency toward 
negative ratings and expectations was especially pronounced among the 
part-time non-persisters who comprised over eighty-seven percent of the 
graduate non-persisters. 
Results from the November follow-up survey of support services 
revealed that overall, non-persisters rated the amount of support received 
more negatively than persisters did with the exceptions of administrative 
and faculty support (which were rated more negatively by both persisters 
and non-persisters at the end of the first semester, see Table 28, Appendix 
F). It could be that non-persisters were more disengaged from the 
university at the time of the follow-up survey. Also, it became apparant 
during some of the follow-up phone calls, that some of those rating the 
helpfulness of services were responding for themselves; while others were 
responding on behalf of entering graduate students in general. Another 
problem with the rating of services was that a "not applicable category was 
not present so that many of those responding "not at all helpful meant that 
they had not actually used the particular service listed. 
CHAPTER V 
CONCLUSIONS, DISCUSSION, AND IMPLICATIONS FOR 
HIGHER EDUCATION AND FUTURE RESEARCH 
Conclusions and Discussion 
This study investigated the perceptions and persistence patterns of 
adults who had been away from formal education for at least two years and 
who were entering the university for the first time as graduate students. 
Findings support the conclusion that persistence in the transitional first year 
of graduate-level studies is connected to other transitions in adults' lives. In 
fact, most of the entering graduate students in this study cited career as the 
primary motivation for returning to school. This finding is consistent with 
previously cited research on adult learners (Aslanian, Cross, et al.) and 
can best be understood when viewed within the context of adult life 
transition theory. Many of the persisters involved in this study were highly 
motivated by a desire to either advance in their careers or develop an 
alternate career path; whereas non-persisters were more likely to describe 
"keeping up with career" as their primary motivation. Adulthood is a time of 
change, and most adults beginning graduate studies are also involved in 
anticipated or actual transitions in other parts of their lives. The transition to 
formal graduate level education itself often adds change and stress to an 
already changing adult life. Successful transition to graduate education, 
when viewed within this larger context of adult lives and transitions, 
becomes not only the scholarly pursuit of knowledge and research, or the 
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acquisition of more complex skills; but also part of the process of creating 
and sustaining change in adulthood. Many entering graduate students are 
vitally concerned about how to go about integrating their new role of being 
a graduate student with the rest of their life. 
This study also found that more persisters were aware, even from the 
onset of their first semester of graduate studies, of the importance of 
receiving emotional support from others. Their anticipated sources of 
support, more often than for non-persisters, included friends and coworkers 
as well as people within their newer context - the university community 
itself: faculty, administration, support staff as well as other students. 
Findings from this study revealed that women graduate students were 
significantly more likely to view emotional support from friends as important 
to their persistence in graduate studies - a finding which is consistent with 
other recent theory and research on women's development in higher 
education - in particular, the development of "connected learning" 
(Belenky, Tarule, Surrey et al.). 
Connected learning is very similar to creative, integrated learning. 
Belenky et al. (1986), in findings from their interviews with women 
undergraduate students, described the development of connected learning 
as a developmental outcome of a learning process which promotes 
personal as well as intellectual growth within the contexts of the individual's 
life and relationships to ideas, others, and the world. Surrey's most recent 
work in progress (1987) builds on this theoretical construct of connected 
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learning and presents a description of what happens when connections are 
no longer there for women and they do not perceive that they are being 
encouraged to find their own voices. "One of the greatest sources of 
women s cognitive disempowerment is the sense of experiencing a split 
between thinking and feeling (p.11)" Surrey reports one woman's 
experience in the following words: "When I'm in the presence of someone 
who does not want me to feel—who will not join me at a feeling level—I can't 
think, everything dries up (p.11)". Surrey suggests that the process of 
"relational empowerment" implied in connected learning has quite an effect 
on students: the participants experience increased energy when their 
voices are heard - which in turn leads to increasing personal and 
intellectual clarity. 
Findings from this current study also revealed that women who did 
not persist in their graduate studies were more likely to be enrolled as 
full-time students at this particular institution. Full-time women graduate 
students (along with part-time male graduate students) were significantly 
less likely than other respondents to anticipate support from faculty (as of 
the graduate registration in early September which followed initial contacts 
with the graduate school and program advisors during the application 
process). Many of the women who were fulltime non-persisters indicated 
that orientations for graduate students would be "very helpful" and that math 
skills refresher workshops would be "somewhat helpful." Women did not 
differ significantly from male non-persisters in their perceptions of the 
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transition itself of returning to school, or in their career-related motivations. 
Women were more likely than men to anticipate support from others - 
especially from friends. 
This dissertation research study has focused on understanding more 
about persisters' and non-persisters’ perceptions of the transition itself of 
entering graduate studies, including the following dimensions: role change, 
positive/negative affect, timing, and individuals’ perceptions of their 
adaptation -all derived from the synthesised model entitled "A theoretical 
framework for understanding adults in the transition of returning to formal 
education" (see Figure 3, p. 38). This model was developed by the author 
as a synthesis of theories from education (Cross) and psychology 
(Schlossberg) which provides a useful framework for understanding more 
about adults in transition to graduate studies. Findings from this study 
strongly support important aspects of the model: the relationship of 
persistence to perceptions of emotional support and to adults' responses to 
the transition itself of returning to school. 
Schlossbergs’ theory emphasized the importance of assessing not 
only the individual's perceptions of a particular transition, but also the 
characteristics of pre-transition environments including: internal support 
systems, network of friends, institutional supports and physical setting). As 
Schlossbergs’ theory highlights, successful adaptation involves movement 
through the transition itself and depends, not only on the individual's 
balance of resources and deficits, but also on the individual’s perceptions 
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of the environment - including the availability of support. If there is a 
perceived gap in the individual's inner circles of support (i.e. 
spouse/significant other, family, friends), then it becomes even more 
important that support come from other including university support systems 
and other students. 
The following finding from this study illustrates the interaction of 
perceived support to persistence in the first year of graduate studies: 
divorced or separated individuals were more likely to become 
non-persisters than either married or single full-time graduate students. 
Therefore, extra support from counselors, advisors, faculty, administration 
and other students can become especially important to those who have 
already stressed support systems. 
Zeigler, in an earlier dissertation study previously cited, concluded 
that there was enough evidence from his research to justify further 
investigation of the use of expectancy theory to explain persistence in 
higher education. Rubenson’s expectancy theory (which was incorporated 
into Cross's model) supports another finding from the current research: peer 
support was more likely to be rated as important by those who persisted in 
their graduate studies. In a previous research study based on his theory, 
Rubenson (1983) found that the attitudes of coworkers toward formal 
education significantly influenced whether or not blue collar workers would 
participate in undergraduate education. Findings from this current study 
also emphasize the importance of peer support for professional-level 
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workers who enroll in graduate education; and there were statistically 
significant differences in the amount of support persisters and non- 
persisters expected to receive - especially from friends and coworkers. 
Non-persisters were less likely to anticipate much support from either 
friends or coworkers. Therefore, there is a relationship between more 
negative anticipations of support or absence of support from friends and 
coworkers and non-persistence. Multivariate vanalysis of variance 
revealed that for women this is a critical variable. 
Schlossberg in her writings has emphasized the importance of 
understanding how transition affects adult development and learning. For 
some adults, the transition to graduate studies may be an especially difficult 
one. If many years have elapsed since undergraduate studies, life has 
more than likely added increasingly complex roles and responsibilities. In 
addition, there may be accumulated fears and lack of confidence based on 
previous educational experiences ande initial contacts with the university. 
Cross hardly touched on this powerful initial effect of being in 
transition in her Chain-of-Response Model. Therefore, the author revised 
and integrated Cross' model with Schlossberg's transitions model as follows 
"attitudes about education" was placed later in the sequence instead of at 
the beginning. This revised integrated model acknowledges that there is an 
interaction between previous attitudes and expectations right from the 
beginning of the process of returning to school. However, current attitudes 
based on current experiences (i.e. initial contacts with the advisor and 
graduate school) may also become factors in determining whether or not 
an adult persists in graduate studies. 
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The review of the literature cited at the beginning of this study 
revealed that most of the previous research on persistence patterns of 
adult learners has focused exclusively on demographics in attempting to 
describe characteristics of persisters and non-persisters - to the exclusion 
of other important variables such as the individual's perceptions of the 
transition and emotional support. This study, in addition to selected 
demographic variables - especially sex, attempted to determine whether or 
not any statistically significant differences existed from the first semester 
into the second semester between persisters and non-persisters in the 
ways they perceived: 1) the transition itself of entering graduate school; 2) 
their anticipated and actual experiences of support; and 3) their ratings of 
the helpfulness of potential services for entering graduate students. 
Statistical analyses revealed that for males and females, more positive 
perceptions of anticipated emotional support and of the transition itself 
were positively related to persistence in the first year of graduate studies. 
For some adults, particularly women, minorities and foreign students, 
the role of entering graduate student may initially be experienced as 
painfully incongruent with their other adult roles, responsibilities and goals. 
As previously noted, Fisher-Thompson suggested that higher education is 
often initially experienced by adult learners as a culture (with norms and 
procedures developed for a younger, more traditional population) which is 
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often "out of sync" with the realities and demands of adult lives. This study 
shows that those who experienced the transition to graduate studies in more 
negative terms were also less likely to persist in graduate studies. 
Significantly more of the non-persisters viewed the transition to graduate 
school as having had a negative impact on their lives, resulting in feeling 
"mixed" or "low" energy rather than "high" energy; and they also reported 
feeling "overwhelmed" or "mixed feelings" rather than feeling "challenged". 
It is clear that many more non-persisters experienced difficulty from the 
beginning with their transition into graduate school. There was no 
significant difference between persisters and non-persisters in their 
perceptions of the timing of the transition in terms of the demands of the rest 
of their lives; otherwise this might have contributed to the discrepancy 
between persisters’ and non-persisters’ perceptions. 
Overall, anticipated and actually experienced perceptions of 
support were significantly higher for persisters than non-persisters. The 
tendency toward more negative perceptions on the part of non-persisters 
continued through the first semester. In fact, non-persisters became even 
more negative in their perceptions of actual support than persisters did. 
Part-time graduate students who were also non-persisters were also more 
inclined to be negative in their anticipation of support from friends, 
professional associations, and other students. It is possible that some of 
these non-persisters may have had a "mindset" which predisposed them 
toward lowered expectations and subsequent disengagement from the 
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university-even in the first semester. It is difficult to determine which came 
first, negative attitudes, negative experiences, or a combination of both. 
Given that some adults, especially nontraditional students, may be 
experiencing more pervasive feelings of "culture shock"; it hardly seems fair 
to "blame the victim" for failing to thrive during their first year of graduate 
studies. 
Implications for University Practices 
The entering adult learners in this study had already experienced the 
application process, initial advising with faculty, and most of the 
registration process. It is possible that these initial experiences (in addition 
to other factors) contributed to non-persisters' lowered expectations of 
receiving support as early as September. If this is so, then it becomes ever 
more important to the continued participation of nontraditional students in 
graduate education that the university as a community examine policies, 
procedures and the existence of supports which might impact unfairly upon 
entering adult learners. It is especially important to develop approaches 
which integrate faculty, administration, staff, and student sen/ice 
professionals in collaborative ways to involve everyone in helping to 
integrate adult learners into the university community. Such an approach 
would enable the institution to more effectively address the following 
question: Are current university structures, policies and practices 
conducive to assisting adults in their transition to graduate school? 
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Adulthood is a time of multiple transitions for many in today's world of 
constant change. There are many different motivations for seeking 
graduate-level. Some adult learners may only be anticipating minimal 
interaction with the university community and their focus of attention is 
narrowed to the acquisition of those skills which they perceive will help 
them adapt in the short term to their jobs. However, it is clear from the 
findings of this study that many adult learners anticipate more involvement 
and emotional support from the university community as they make the life 
transitions connected with their return to formal education at the graduate 
level. It is also important to offer a variety of supports and services because 
there is a great deal of diversity in the motivational and life patterns as well 
as in the needs of adult learners. 
The creation of "growth-promoting relational contexts" within higher 
education itself would do much to increase retention of women and other 
nontraditional students whose voices have in the past been barely heard. 
The author was fortunate that her first year of graduate studies as a degree 
student was with an innovative field-based program for part-time adult 
graduate students. This program described by Wellman (1985) in a 
conference presentation, provided support from the beginning through 
advisors, faculty and other students via a network of seminars, colloquia, 
and receptions. Students were involved in participatory learning and 
encouraged to share, not only on an intellectual level, but also on more 
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personal levels. One requirement was a journal with weekly entries about 
adult learners perceptions as they entered graduate education. 
The author with her counseling background and interests has used 
this dissertation study as a means of gathering information toward building 
an information base for eventually adding a student services dimension to 
this faculty-centered model; one which would involve the integration of 
student services professionals and academic affairs professionals in the 
design and delivery of orientations, workshops and referrals. Examples of 
models for providing collaborative faculty, staff and administrative support 
to adult learners have been presented by Chickering (1985); described in 
Andraaoav in Action (Knowles, 1984); Turning Colleges Toward Adults 
(Lindquist and Marienau, 1981); and in Qualify Lifelong Education: New 
Perspectives on Design and Administration (Greenberg, 1981). 
Following is a summary of responses from the current study 
illustrating the range of potential services which might be helpful to entering 
graduate-level adult learners. Responses to the questionnaire items 
indicate that most of the adults surveyed at the beginning of their studies 
(85.3% of the persisters and 80.5% of the non-persisters) rated graduate 
orientations as helpful. They also rated as helpful: career development 
workshops (80% of the persisters and 72.7% of the non-persisters); time 
management workshops (76.3% of the persisters and 67.8% of the 
non-persisters); stress management workshops (75.5% of the persisters and 
66% of the non-persisters); referrals to career counseling (78.2% of the 
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persisters and 71.5% of the non-persisters); referrals to personal counseling 
(66% of the persisters and 57.8% of the non-persisters); and referrals to 
family/marital counseling (50.8% of the persisters and 36.2% of the 
non-persisters). 
Cross, Weidman, and others previously cited have taken the lead in 
advocating the importance of convenient access to services and 
information as a way of helping adults overcome institutional as well as 
personal and situational barriers. This easier access to information and 
services combined with more proactive efforts to reach out and involve 
entering graduate students in the university community from the beginning 
(through orientations, seminars, services, social events, etc.) would 
provide a more solid, positive base for many entering graduate 
students-especially nontraditional graduate students, such as women, 
many of whom already highly value the importance of sharing and receiving 
support (Beers, Belenky et al.). 
More concrete suggestions for enhancing the environment of the 
university for entering grduate adult learners include the following: a drop-in 
center/lounge for graduate adult learners (77% of the persisters and 70% of 
the non-persisters rated this as helpful); evening hours for offices (91.4% 
persisters and 88.5% non-persisters); a coffee shop (77.2% persisters and 
75.6% non-persisters); child care (46.6% persisters and 43.5% 
non-persisters); and more convenient parking (93% of the persisters and 
91.1% of the non-persisters rated this as helpful). 
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Analysis of the results from the follow-up survey of entering graduate 
students indicate that the following potential services would also continue to 
be helpful even at the end of the first semester: childcare, math skills 
refresher workshops, referrals to tutors, and referrals to career, personal 
and marital/family counseling. 
Additional comments volunteered by participants through written-in 
comments suggest that: access to financial aid; referrals to part-time jobs; 
placement services for jobs and work experience in new career fields; as 
well as affordable housing are also concerns of some entering adult 
graduate students at this particular institution. Several respondents asked 
for orientations to library resources; expanded hours for libraries and 
computer services; a graduate student services coordinator; and a foreign 
student advisor. 
Previously cited studies (Flannery, Kraskouskas, Krejci, Sandler, 
Weidman. Flannery, etc,) have demonstrated the importance of support 
services in promoting persistence among entering graduate-level adult 
learners. The findings of this current study have further clarified the kind of 
support-emotional support, and services that entering graduate students 
would find helpful. In addition to the support service recommendations 
highlighed in this study, suggestions from other studies include the folowing: 
King has suggested the use of "mentors"; and Feldman and Valdez 
advocate the use of a "buddy system" pairing up incoming graduate 
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students with more experienced graduate students who have similar life 
situations. 
Me Laughlin recommended that a consultative approach be used to 
bring together student services, academic affairs personnel and graduate 
students in order to design graduate programs which would most effectively 
meet the diverse needs of incoming graduate students; increase retention 
and promote integration into the university community. Those on the staff 
who already have expertise in working with adult learners and an interest in 
adult learner services and adult development would be useful in providing 
not only direct services, but also in the roles of internal consultants and 
peer counselors adult learners, faculty, staff and administrators. This effort, 
along with social and academic events designed to facilitate the formation 
of support systems to overcome the initial culture shock and isolation which 
so many nontraditional adult entering graduate students experience, would 
do much to increase retention at the graduate level. 
Although much remains to be done at the national level in improving 
the university environment for graduate adult learners, there are signs even 
at the international level, that the climate for adults in formal graduate 
education may soon be improving. In a recently published report entitled 
Pnst-Graduate Education in the 1980’s, by the Organization for Economic 
Cooperation and Development (1987), the authors point out that 
internationally, there is an "ageing of the general student population, 
brought about in part by policies for the admission of mature students, and 
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partly by stretching out of studies" (p. 75). Part-time study is not the whole 
explanation for this trend. The authors conclude that there are two different 
sets of factors at work: the first include preparation, socio-economic 
circumstances and motivation; the second set of factors involve higher 
education itself: 
On the other hand.it is clear that a large measure of responsibility for 
non-completion must be placed at the door of the academic institution. 
Here, significant elements seem to be the general quality of the 
environment...there has been a failure of the flexibility of the system. A 
more differentiated set of provisions is required.... Structures of 
provisions (whether at the doctoral or master's level) have not 
diversified to the extent to which interests (themselves in part shaped by 
changing employment prospects have diversified) (p. 76). 
Recommendations for Future Research 
It is hoped that a graduate version of the "Mattering Scale" currently 
under construction will be available to assist in assessing the graduate 
learning environment of entering graduate adult students. This instrument 
was not available in time for the current study. Future surveys should also 
include questions about financial aid, library services and housing - since it 
became evident from the written comments of some graduate students that 
these are also areas are of vital concern. The present study did not address 
these issues because of time and other constraints. In the future, the author 
plans to continue this research beyond the present study and hopes to 
obtain funding for a longitudinal study of retention at the graduate level. 
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These findings may not generalize to other institutions or adult 
populations which do not resemble the mid-size urban, professional, 
technologically- oriented state university used in this study. It is important 
to continue this research in other institutional settings - also with more 
nontraditional student populations. 
This study clearly indicated that, even before classes start, factors 
such as: adults' perceptions of emotional support and their initial reactions 
to the transition itself of entering graduate studies are significantly related to 
persistence during the first year. These are interesting as well as important 
findings in that perceptions of emotional support are related to persistence 
for adult learners-even at the graduate level. More attention to the 
perceptions of adults on campus will also mean more quality attention to all 
learners. If the importance of emotional support to persistence in higher 
education is accepted and acted upon by the university community; this 
realization will contribute to the humanization of the education process itself 
and the revitalization of higher education at both the graduate and 
undergraduate levels. 
APPENDICES 
A. Questionnaire Administered in September of 1987 
Fall 1987 112 
Welcome to the University of Lowell! 
As an incoming adult learner, you are being asked to voluntarily participate in 
this research project so that support services staff might better understand the needs 
of adults who are taking graduate courses at the University of Lowell. 
Please take a few minutes to answer the attached questionnaire which is also 
part of a dissertation research project. Your questionnaires will be identified by 
number only, except to me as principal investigator, so that I might contact you for 
follow-up during this one-year study if necessary. Your responses will be analyzed 
and reported only in ways that protect your privacy and anonymity. 
Information obtained from this research study will be used to improve adult 
learner services and to encourage continued participation and retention of adult 
learners at the University of Lowell and other comparable universities. Thank you 
for your participation. 
Sincerely, 
Christine A. Oatis 
Coordinator, Career Development and Adult Learner Services 
Counseling and Career Development Center, University of Lowell 
Please print your name, address and phone number below. A copy of the results of this research 
project can be made available. Do you want one? Yes No_ 
Phone: day (_)_ evening (_)- 
Social Security Number_-_-_ = Questionnaire Number 
Name: (last) __(first)-(m.i.). 
Address: (street)_____ 
(city)__(state)-_—(Z'P)- 
113 Questionnaire n 
(Please fill in blanks or circle number of answer below) 
1. Year of Birth: 19_ 
— 
2. Sex: a) Female b) Male 
3. Race: a) Asian b) Black c) Cape V. d) White e) Hispanic f) Foreign g) Other 
4. Are you currently (please circle number of answer) 
a) in a degree program 
b) accepted as a provisional student in a degree program 
c) taking courses as a non-degree student? 
5. What program are you involved/interested in?_ 
6. How many credits are you taking this semester?_ 
7. What is your current or previous occupation?_ 
N 
8. Are you currently: a) working full-time b) part-time c) not working? 
9. How many hours are you planning to be on campus each week?_. 
10. Are you: a) Married b) Divorced c) Separated d) Single e) Widowed ? 
11. If married, what is your spouse's occupation?__ 
12. Please circle your/family’s yearly income: 
a) $ 0-9,000 b) $10,000-20,000 c) $21,000-30,000 
d) $31,000-40,000 e) $41,000-50,000 f) $51,000-60,000 g) $61,000 + 
13. Do you have any children living with you? a) No b) Yes 
14. If yes, how many?_(please list ages)_ 
15. When you were an undergraduate, what was your father’s occupation? 
16. What was your mother's occupation? 
17. Of the following, which best describes your primary motivation(s) for returning to 
school? (circle numbers to indicate your responses) 
a. 
b. 
c. 
d. 
(best describes 
career or job 1 
personal/family changes 1 
changes in lifestyle/leisure 1 
other_1 
.somewhat.least 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
describes) 
5 
5 
5 
5 
continued to next page 
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18. Which of the following best describes your career-related 
(circle numbers) reason for returning to school? 
(best describes 
a. keep up with present job i 2 
b. retrain for a new career 1 2 
c. advance in current career 1 2 
d. develop another career path 1 2 
somewhat.least) 
345 
3 4 5 
3 4 5 
3 4 5 
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19. Does returning to school require changes in other areas of your life? 
a) No b) Yes 
20. If yes, what areas require changes? 
(lots of change.some.none) 
a. work 1 2 3 4 5 
b. family - 1 2 3 4 5 
c. personal/social 1 45 
21. Which of the following best describes the timing of your returning to school in terms of the 
demands of the rest of your life? 
a) returned to school at the best possible time. 
b) returned to school at a time that is satisfactory. 
c) returned at a time that is not so satisfactory, but workable. 
d) returned to school at a time that is not satisfactory. 
e) returned to school at the worst possible time. 
22. How important to your persistence in graduate studies is emotional support from those who 
are close to you? 
a) very Important b) important c) somewhat d) not very important e) not important 
23. 
24. 
Please rate the amount of emotional support you are receiving from: 
a) Spouse/Significant Other 
b) Close Family 
c) Coworkers/supervisors/etc 
d) Friends 
e) Professional Associations 
none some avg much lots 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
How important is emotional support from others at U. Lowell to you? 
a) very important b) important c) somewhat d) not very e) not important. 
25. Please rate the amount of emotional support you anticipate receiving from the University 
of Lowell: 
a) Faculty 
b) Secretarial staff 
c) Administration 
d) Counseling Center 
e) Students 
f) Other_ 
none some avg 
1 2 3 
1 . 2 3 
1 2 3 
1 2 3 
1 2 3 
1 2 3 
much lots n/a 
4 5 6 
4 5 6 
4 5 6 
4 5 6 
4 5 6 
4 5 6 
continued to next page 
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26. Please rate the impact that returning to school has in your life along each of the following 
continuums. Does returning to school mean to you: 
a) Negative Change 
b) Energy Drain 
c) Overwhelming 
d) Not Really Coping 
1 
1 
1 
1 
2 
2 
2 
2 
3 
3 
3 
3 
4 5 Positive Change 
4 5 High Energy 
4 5 Challenging 
4 5 Really Coping 
27. Following is a list of student support services which the university could provide to 
entering graduate students. After each item, please indicate whether or not you would 
consider these services helpful to entering adult learners: 
a) An orientation program 
b) Drop-In Center/Lounge 
c) Evening Hours for Offices/Services 
d) Coffee Shop 
e) Childcare 
f) More convenient parking 
g) Writing skills refresher workshop 
h) Math skills refresher workshop 
i) Referrals to tutors 
j) Workshops on career development 
k) Workshops on time management 
l) Workshops on stress management 
m) Referrals to career counseling 
n) Referrals to personal counseling 
o) Referrals to family/marital counseling 
very helpful.not helpful 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
Please list any other student support services which would be helpful to entering graduate 
students: 
Thank you for taking time to fill out this questionnaire - Best Wishes 
B. Follow-up Questionnaire Administered in November of 1987 
November, 1987 
Thank you for completing the questionnaire on adult learners taking 
graduate courses in September. Your continued participation is 
necessary during this final phase of your first semester at the University of 
Lowell so that support services staff might better understand the ongoing 
needs of adult learners. 
Please take a few minutes to answer the attached follow-up 
questionnaire Enclosed is a return envelope for your convenience. Your 
questionnaires will be identified by number only, except to me as principal 
investigator, so that I might contact you if I have not received your 
questionnaires in two weeks. Your responses will be analyzed and 
reported only in ways that protect your privacy and anonymity. 
Information obtained from this research study will be used to 
improve adult learner services and to encourage continued participation 
and retention of adult learners at the University of Lowell and other 
comparable universities. Thank you for your continued participation. 
Sincerely, 
Christine A. Oatis 
Coordinator, Career Development and Adult '-earner Services 
Counseling and Career Development Center, University of Lowell 
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Questionnaire number 
28. Has returning to school required changes in other areas ot your life7 
1. No 2. Yes 
29. If yes, what areas required changes? 
lots of change.some.none 
a. work 12345 
b. family 1 2 3 4 5 
c. personal/social 345 
30. Which of the following best describes the timing of your returning to school in terms 
of the demands of the rest of your life? 
1. returned to school at the best possible time. 
2. returned to school at a time that is satisfactory. 
3. returned at a time that is not so satisfactory, but workable. 
4. returned to school at a time that is not satisfactory. 
5. returned to school at the worst possible time. 
31. How important to your persistence in graduate studies has emotional support been 
from those who are close to you? 
1. Very Important 2. Important 3. Somewhat 4. Not Very 5. Not Important 
32. Please rate the amount of emotional support you 
None Some 
a. Spouse/Significant Other 1 2 
b. Close Family 1 2 
c. Coworkers/supervisors/etc. 1 2 
d. Friends 1 2 
e. Professional Associations 1 2 
have been receiving from: 
Avg Much Lots 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
N/A 
6 
6 
6 
6 
6 
33. How important has emotional support from others at U. Lowell been to you? 
1. Very Important 2. Important 3. Somewhat 4. Not Very 5. Not Important 
34. Please rate the amount of emotional support you have been 
University of Lowell: 
None Some Avg 
a. Faculty 1 2 3 
b. Secretarial staff 1 2 3 
receiving from the 
Much Lots 
4 5 
4 5 
N/A 
6 
6 
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c. Administration 1 2 
d. Counseling Center 1 2 
d. Students 1 2 
e. Other_ 1 2 
35. Please rate the impact that returning to school has had in your life along the following 
continuums. Does returning to school mean to you: 
a. Negative Change 1 2 3 4 5 Positive 
b. Energy Drain 1 2 3 4 5 High Energy 
c. Overwhelming 1 2 3 4 5 Coping 
36. Following is a list of student support services which the university could provide to 
entering graduate students. After each item, please indicate whether or not you 
would consider these services helpful to entering adult learners: 
3 4 5 6 
3 4 5 6 
3 4 5 6 
3 4 5 6 
a. An orientation program 
b. Drop-In Center/Lounge 
c. Evening Hours for Offices/Services 
very helpful.not helpful 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
d. Coffee Shop 
e. Childcare 
• f. More convenient parking 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
g. Writing skills refresher workshop 1 
h. Math skills refresher workshop 1 
i. Referrals to tutors 1 
2 3 4 5 
2 3 4 5 
2 3 4 5 
j. Workshops on career development 1 2 3 
k. Workshops on time management 12 3 
I. Workshops on stress management 1 2 3 
m. Referrals to career counseling 1 
n. Referrals to personal counseling 1 
0. Referrals to family/marital counseling 1 
2 3 4 5 
2 3 4 5 
2 3 4 5 
Please list any other student support services which would be helpful to first semester 
graduate students: 
Thank you for taking time to fill out this questionnaire . 
C. Letter From Professor Nancy Schlossberg 
r "\ 
V ) 
THE UNIVERSITY OF MARYLAND 
COLLEGE OF EDUCATION 
Division of Human and Community Resources 
College Park. Maryland 20742 
Counseling and Personnel Services 
(301) 454-2026 
November 19, 1987 
Ms. Chris Oatis 
Coordinator of Career Development 
and Adult Learner Services 
University of Lowell 
Lowell, Massachusetts 01854 
Dear Chris: 
This is to confirm your telephone conversation with Rennie Golec 
of November 16 and 17, 1987, regarding your use of The Mattering Scale 
The statistician who is conducting the item analysis on The 
Mattering Scale advised us, on November 16, 1987, that she has 
discovered some problems in scale construction. She had recommended 
that the scale not be used until some refinements have been made. 
In light of these problems, Anne Lassalle, Rennie Golec, and 
I feel very strongly The Mattering Scale would not be of value m 
a dissertation and would be premature to use this instrument. We 
are therefore requesting that the current version of the scale be 
withheld from use for any purpose. 
I know this is a disappointment to you ano u. us‘ “e > 
concerned about any inconvenience this may cause you, but we fee 
this is the most appropriate course of action. Feel free to call 
us if you have any further questions. 
Sincerely, ✓ 4 J 
Nancy K. Schlossberg 
Professor 
Rennie Golec 
Anne Lassalle 
(Dictated-not read) 
cc: 
D. Codebook for Data Entry 
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| Columns V /ariablo Name C description v/ aluas hr f AMILYCO teferrals to Family/Marital Counseling 18 5 5UPPUL mp. Support Reed from University 1 =a)very imp 
2 -b)important 
7 i=c)somewhat imp. 
; 4 1=d)not very imp. 
C 5=e)not important 
19 ANTFAC2 Amount Support Reed From Faculty -none 
2=some 
1 3=average 
; 4=much 
5-lots 
6=not applicable 
ter SECYSP2 Amount Support Reed from Secretaries 
22 C0UNSUP2 Amt Support Reed from Counseling Ctr 
23 
STUDSUP2 Amt Support Reed from Students 
23 
STU0SUP2 Amt Support Reed from Students "I 
hr 0THERSP2 Amt. Support Reed from Others 
25 
0R1ENT2 Orientation Program-from Nov.Survey 1=very helpful 
26 
DR0PIN2 Drop-In Center/Lounge 2=helpful 
pr EVEHRS2 Evening Hours for Offices/Servises 3=somewhat helpful | 
peT C0FFEE2 Coffee Shop 4=not so helpful 
29 CHLDCARE2 Childcare 5=not at all helpful 
30 PARKING2 More Convenient Parting 
31 
WRITING2 Writing Skills Refresher Workshop 
132 MATHREF2 Math Skills Refresher Workshop 
33 TUT0RS2 Referrals to Tutors 
34 CAREERD2 Workshops on Career Development 
35 TIMEMGT2 Workshops onTime Management 
hr STRSMGT2 Workshops on Stress Management 1 
37 
CAREERC2 Referrals to Career Counseling 1 
38 PERS0NC2 Referals to Personal Counseling _I 
39 
FAMILYC2 Referrals to Family /Marital Counselinc ) 1 
140 PERSIST Persisters into Second Semester 
1 =persister 
Non-persisters into Second Semester 2=non-per sister 
continued to next page 
124 
Appendix D. cont. 
| Columns \ /ariablo Namo (ascription \j aluas 
m > VNTFACSP amount of Anticipated Univ. Support 1 = none 
172 ; 5ECYSUP 2 = some 
73 > \DMINSUP 3 ■ average 
74 :ounsup 4 1= much 
75 5TUDSUP 5 »= lots 
76 DTHERSP e >= N/A 
77 ^EGIMPCT mpact of Returning as Life Change ■ negative 
4 2= negative 
5= mixed 
4= positive 
1 5= positive 
78 LOENERGY mpact of Ret. on Energy Level 1 = low energy 
2= low energy 
3= mixed 
4= high energy 
5= high energy 
79 
OVERWHLM Perception of Impact of Returning 1= overwhelming 
2= overwhelming 
3= mixed 
4= challenging 
5= challenging 
80 NTCOPING Perception of Coping with Returning 1= not really coping 
2- not really coping | 
3= mixed 
j 4= really coping 
15= really coping i 
1 ID Identification Number- 
2 
CARDN02 Card Number 2 
|3 ORIENT An Orientation Program 11= very helpful 
4 DROPIN Drop-In Center/Lounge 2= helpful ! 
5 EVEHRS Evening Hours for Offices/Services 13= somewhat helpful | 
6 COFFEE Coffee Shop 14=not so helpful 
7 CHLDCAR Childcare 15= not helpful 
8 PARKING More Convenient Parting 
9 WRITING Writinq Skills Refresher Workshop 
10 MATHREF Math Skills Refresher Workshop 
11 TUTORS Referrals to Tutors 
12 CAREERDV Workshops on Career Development 
13 TIMEMGT Workshops on Time Management 
14 STRESMGT Workshops on Stress Management 
15 CAREERCO Referrals to Career Counseling 
[]6 PERSONCO_ Referrals to Personal Counseling 
continued to next page 
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| Columns ariablo Name D ascription v ■lues 
5= 19-22 years 
6: s 22+ 
47-48 F ATHEROC R espondent's father's Occupation se se Occ Code- App B | 
49-50 1“ 10THER0C R espondent's Mother’s Occupation si ie Occ Code- App B | 
51 0BM0TIV J ob/Career as Primary Motivation 1 = best describes 
52 F >ERSM0T F 'ersonal/Family Changes as Motivator 2 = describes 
53 L IFEMOT ( Changes in Lifestyle/Leisure, Motivator 3 -somewhat descnbt| 
54 ( )THERM0T C Hher Reason as Primary Motivator ^ 1= hardly describes \ 
C >= least describes 
55 CEEPUP Keep-up as Career-Rel. Reason for Ret. = best describes 
56 RETRAIN Retrain as Career-Rel. Reason for Ret. 2- describes 
57 ADVANCE Advance as Career-Rel. Reason for Ret. 3= somewhat describj 
|58 ALTPATH Alt Path as Career-Rel. Reason for Ret. 4= hardly describes 1 
5= least describes 
59 CHANGES Does Returning require other changes 1= a) No 
2= b)Yes 
60 WORKCHG f Yes. Changes in Work Required 1= lots of change 
61 
FAniLCHG f Yes. Changes in Family Required 2= change 
62 
PERSCHG f Yes, Changes in Personal/Social Req. 3= some change 
r 4= little change 
5= none 
63 TiniNG Which Best Describes Timing of Ret. 1= a) ret.at best timcl 
2- b) ret. at satis. ’ | 
3= c) workable time | 
4= d)not satis, time I 
5= e) worst time 
164 SUPPORTC Imp. of Support from Close Others 1= a) Very important) 
2= b) important 
3= c) somewhat imp. | 
4= d) not very imp. 
5- e) not imp. 
65 SPOUSSUP Amt of Support from Spouse/Other 
1 = none 
66 FAMILSUP Amt. of Support from family 
2= some 
67 COWKRSUP Amt. of Sup. - Coworkers/Supervisor; 
5 3= average 
68 FRIENDSP Amt. of Support fromFriends 
4- much_ 
69 PROFASUP ~~ Amt. Sup. from Prof. Associations 
5= lots 
70_ 5UPPUNIV_ Imp, of Support from Univeresitv 
rnnt 
6= n/a 
1= a) very imp. 
2- b) important 
3= c) somewhat imp. 
4= d) not very imp. 
5= e) not important | 
nued to next oaqe 
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| Columns > /ariable Name |c description y raluos 
1-3 D I dentification Number 
4 :ardnoi c ,ard Number 1 1 
5-6 ' i'OB h 'ear of Birth (19) 1 
7 
3EX jf Respondents Sex \ = a) female 
* != b) male 
8 RACE F Respondent's Race = a) Asian 
4 2= b) Black 
5= c) Cape V. 
4= d) White 
1 5= e) Hispanic 
' I I 6- 0 Foreign 
j 7= g) Other 
r 
DEGREE Degree Status 1= a) in degree prog 1 
2= b) provisional 
3= c)non-degree 
10-11 PROGRAM Program enrolled in see Prog. List-App A | 
12-13 CREDITS Number of credits taking 
14-15 JOB Respondent's current or prev. occupatio see Occ Code-App B 1 
16 WORKING Amount Respondent Currently Working 1= a) full-time 
2- b) part-time 
3= c) not working 
17-18 ONCAMPUS # of Hours Per Week on Campus 
19 
MARITAL Marital Status 1- a) Married 
12= b) Divorced 
13= c) Separated 
4= d) Single 
15** e) Widowed 
20-21 SPOUSEOCC | If Married, Spouse’s Occupation j see Occ Code-App B | 
\n~ INCOME | Respondent's Yearly Income 1= a) $0-9,000 
r 2= b)$ 10-20.000 
3= c) $21-30,000 
4= d) $31-40,000 
p 5= e) $41-50.000 
6=0 51-60.000 
7-g) $61,000 + 
123 CHILDREN Children Living with Respondent? 1=a)No | 2= b)Yes 
24-25 NUMCHILD If Yes# of Children Living with Respont 
26-46 AGECHILD Ages of Children Living 
1=0-12 months 
2= 1-5 years 
3= 6-12 years 
14= 13-18 years 
continued to next page 
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Codes for Graduate School Programs: 
1 = Clinical Laboratory Sciences 
2 = Health services Administration 
3 = Nursing 
4 = Education 
5 = Chemical and Paper Engineering 
6 = Civil Engineering 
7 = Computer, Electrical and Systems Engineering 
8 = Environmental Studies 
9 = Manufacturing Engineering 
10= Mechanical Engineering 
11= Energy Engineering 
12= Plastics Engineering 
13= Criminal Justice 
14= Psychology 
15= Business Administration 
16= Music 
17= Biological Sciences 
18= Chemistry and Polymer Science 
19= Computer Science 
20= Mathematics 
21= Physics 
22= Radiological Sciences 
continued to next page 
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Codes for Occupational Classification (Adapted from 2- digit scores for 
1960 Occupations, U.S. Bureau of Census) 
10= Professional,Technical and Kindred Workers 
09= Managers and Administrators 
08= Clerical and Kindred 
07= Craftsmen and Kindred 
05= Operatives, except Transport 
04= Transport Equipment Operatives; Laborer (except Farm) 
03= Farm, Farm Manager, Laborers and Foreman 
02= Service Workers (including Housewife and Private Household ) 
01= Not Applicable; Don't Know 
E. Summary of Frequencies By Questionnaire Items; Results of 
Multivariate Analysis and Discriminant Analysis 
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Appendix E. Table 1 cont 
Q • \ fariable C description V falues p ersisters N onpersistrs SI q 
0 managers and adm 36 / 12.89? 18/09.0% 
0) prof./ technical 4 224 / 79.4% 179 / 89.9% 
8 V FORKING / ^mt. Currently Working 
.0 00" 
1 = a) full-time 195 / 59.5% 163 / 79.9% / !“ b) part-time 50 / 15.2% 17/08.3% 1 
5= c) not working 80 / 25.3% 24/11.8% 
10 1ARITAL larital Status 529 
1= a) married 153 / 44.2% 105 / 50.7% 
i 2- b) divorced 18 / 05.2% 9 / 04.3% 
< 2= c) separated 
2= e) widowed 
4= d) single 175 / 50.6% 93 / 44.9% 
11 SPOUSEOCC Spouse's Occupation 719 
2= service worker 13/ 10.7% 12 / 12.4% 
4= transport & equip 1 / 00.8% 1 / 01.0% 
7=craftsmen 4 / 03.3% 5 / 05.2% 
!}■ clerical 2/01.6% 4/04.1% 
9= managers/admin 32 / 26.2% 19 / 19.6% 
10=prof./technical 70 / 57.4% 56 /57.7% 
12 INCOME Yrly Income (Inc Spouse) .005" 
1- a) $0-9,000 33 / 10.5% 10/04.9% 
2= b) $10-20,000 55 / 17.5% 15 / 07.4% 
3= c) $21-30.000 68 / 21.6% 48 / 23.6% 
4= d) $31-40,000 57 / 18.1% 45 / 22.2% 
5= e) $41-50,000 35/ 11.1% 32 / 15.8% 
6= f) $51-60,000 21/06.7% 18/08.9% 
7= g) $61,000 + 46/14.6% 35/17.2% 
13 CHILDREN Children Living with? .306 
1- a) No 248 / 72.1% 142 / 67.6% 
2= b) Yes 96 /27.9% 68/ 32.4% 
14a NUMCHILD If Yes* of Children .393 
1 | 36 / 37.5% 30 / 45.5% 
2 I 36 / 37.5% 25 / 37.9% 
3+ 24 / 25.0% , 11/16.7% 
14b A6EKID1 Age of Child * 1 .166 
1= 0-12 months 6 / 06.5% [\ 10/ 15.2% 
AGEKID2 Age of Child *2 
.371 
1=0-12 months 1/01.8% 6/16.7% 
AGEKID3 Age of Child *3 
.625 
1=0-12 months 0 / 00.0% 1/09.1% 
1 
15 FATHEROC Father's Occupation 
.372 
1= service worker 1 6/02-1% : 6 / 03.3% i  
2= farm alborer 9/03.1% 5| 3/01.6? 
3=transport equip 22 / 07.5 % 1 9 / 04.9/ _ 
5= operative j 6/02.1 %] 7 / 03.81 
I! mi +/-1 nd V 
?_1 
+ nanp 
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|Q*|Vartable |l )escrlptlon f\ /slues 
'-craftsman 
erslsters ]n 
36 / 12.33 
onpersIstrsjS 
32 / 17.63 
t 1= clerical 5 / 01.73 5 / 02.73 
c J* manager/admin 104 / 35.63 56 / 30.83 
— 
10=prof/technical 104 / 35.63 64/ 35.23 
16 MOTHEROC Mother's Occupation 216 
i 2= service worker 140 / 48.43 96 / 53.33 
5= farm laborer 0 / 00.03 2/01.13 
4= transport 5/01.73 0/00.03 
5- operative 6/02.13 4/02.23 
7= craftsman 12 / 04.23 3/01.73 
8= clerical 36 / 12.53 24/ 13.33 
9= manager/admin 24 / 08.33 12/06.73 
10-prof/technical 66/ 22.83 39 / 21.73 1 
17a JOBMOTIV Job=Primary Motivation 
.732 
1= best describes 273 / 82.03 170 /82.53 
2= describes 33 / 09.93 24/11.73 
3-somewhat describe 18/05.43 8 / 03.93 
4= hardly describes 9 /0 2.73 4/01.93 
5= least describes 0 / 00.03 0 / 00.03 
17b PERSMOT Personal/Family Change* .002* 
- best describes 47 / 18.03 14/09.13 
2= describes 53/20.33 24/ 15.63 
3= somewhat des. 52 / 19.93 21 / 13.63 
4= hardly describes 19/07.33 17/ 11.03 
5- least describes 90 / 34.53 78 / 50.63 
17c LIFEMOT Lifestyle/leisure .216 
1= best describes 32/11.93 12/07.73 
2= describes 42 / 15.73 18/ 11.63 
3- somewhate des. 52 / 19.43 34/21.93 
4= hardly describes 45 / 16.83 21 / 13.53 
5= least describes 97 / 36.23 70/ 45.23 
18 KEEPUP Keep-up=Career Reason .000* 
1- best describes 54 / 22.63 49 / 34.83 
2= describes 25 / 10.53 29/ 20.63 
3= somewhat desc. 48 /20.13 30/21.33 1 
A- hardly describes 21 / 00.83 10/07.13 
5* least describes 91 / 38.13 23/ 16.33 
RETRAIN Retrain=Career Reason .032* 
1= best describes 110 / 43.83 45/ 30.63 
2= describes * 
3- somewhat desc. 30 / 12.03 23/15.63 
j 
4= hardly describes 
5= least describes 111/ 44.2? 5 79 / 53.7? 
| 
ADVANCE Advance-Career Reason .188 
1- best describes 220 / 78.3? ? 149/81.9? 5 
continued to next page 
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Q • \ 'triable |C lescriptlon 'alues p erslsters N onperslstrs S Q 
2 
- describes 
J 
= somewhat desc. 16 / 05.72 14/07.72 
= hardly describes 
5 = least describes 45 / 16.02 19 / 10.42 1 
j/ MTPATH / Mt.Path=Career Reason t >98 1 
* best describes 142 / 55.0* 70 / 47 .32 J 
r 
!= describes H 
1 1= somewhat desc. 24 / 09.3* 18/ 12.22 
l 1* hardly describes j 
C 5= least describes 92/ 35.72 60/ 40.52 j 
19 CHANGES < Other Changes Required? 744 
1= a) No 119 / 34.62 68 / 32.92 J 
- 1 i 2- b) Yes 225 / 65.42 139 / 67.12 J 
20a WORKCHG i f Yes, Changes in Work .014* 
1= lots of change 72 / 34.02 25/ 19.82 
2= change 27 / 12.72 13/ 10.32 n 
3=* some change 68 /32.12 51 / 40.52 
4= little change 14/06.62 18/ 14.32 
5= none 31 / 14.62 19/ 15.12 
20b FAMILCHG If Yes, Changes in Family .954 
1- lots of change 45/21.32 24/ 19.82 
2= change 47 / 22.32 27 / 22.32 
3= some change 64 / 30.32 40/ 33.12 
4= little change 22 / 10.42 10/08.32 
5- none 33 / 15.62 20/ 16.52 
20c PERSCHG If Y, Chngs in Pers./Soc. .142 
1= lots of change 81 / 36.72 41 / 30.62 
2= change 57 /25.82 38 / 28.42 
3- some change 60 /27.12 43/ 32.12 
4= little change 10/04.52 10/07.52 
5= none 13/05.92 2/01.52 J 
21 
TIMING jBest Desc .Timing of Ret. .086 
1- a) ret.at best tim € 105 / 30.82 52/ 25.12 
2= b) ret. at satis. ’ 174 / 51.02 102 /49.35 [ ! 
3= c) workable time 62 / 18.22 53 / 25.62 
1 
22 SUPPORTC j Importance of Support 1- a) Very importan t 107/31.32 56/26.92 1 
2- b) important 134/ 39.22 75/ 36.12 1 
3= c) somewhat imp . 65 / 19.02 46/ 22.12 
i 
4= d) not very imp. 28 /08.22 17/08.22 
5- e) not imp. 8 / 02.32 \ 14/06.75 
23 a SPOUSSUP Amt. Sup-Spouse/Sig 0 U 
.278 
1= none 25/09.5? \ 13/07.6? i 
2= some 19 / 07.2? ? 23/13.5? 2 
3= average 36 / 13.7! % 21 / 12.3! ? 
continued to next page 
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Q • 1 /triable Ascription /allies |p ersisters N onpersistrs Is ill 
t 
- much 51 / 194X| 34 19.9X 
131 
C 5= lots 132 / 50,2X 80 / 46 .8X 
23b FAMILSUP \mt. of Sup- family 
1 1 166 
= none 13 / 04.3X 13/ 07.2X 
* 
some 36/11 .ax 1 22 / 12.2X 
- 5= average 62 /20.3X 38/ 21.IX 
4 = much 86 / 28.2X 55 / 30.6X 
l 5= lots 108 / 35.450 52/ 28.9X 
23c COWKRSUP Amt. Sup-Cowkrs. Supv. 284 
= none 25 /09.8X 16/9.8X 
( 2= some 53 / 20.9W 32/ 19.6X 
3= average 60 / 23.6X 46 / 28.2X 
4- much 60 / 23.68 46 / 28.2X 
5= lots 56 / 22.OX 23/ 14.IX 
23d FRIENDSP Amt. of Sup .-Friends 
.002- 
1=none 15/05.2X 
2- some 43 / 14.9X 
3= average 81 / 28.OX 
4= much 78 /27 .OX 
5= lots 72 / 24.9X 
23e PROFASUP Amt. Sup - Prof. Assoc. .049* 
1= none 37 / 16.5X 29/ 18.8X 
2= some 35 / 15.6X 22/ 14.3X 
3= average 1 / 22.8* 41 / 26.6X 
4- much 45 / 20.IX 42/27.3X 
5= lots 56 / 25 .OX 20 / 13.OX 
24 SUPPUNIV Imp. of Sup. from Unlv. 1* a) very imp. ! 65 / 19.2X 26 / 12.7X .010- 
2- b) important ; 94 / 27.7X 48 / 23.4X 
3= c) somewhat imp. ! 108/31.95 J 65/31.7X 
4= d) not very imp. 44 / 13.OX 31 / 15.IX 
5= e) not important ! 28 / 08.3X 35/ 17.IX 
25 AHTFACSP Amt Ant. Fac. Support .000* 
1= none ! 21/06.8X | 35/18.5X 
2= some i 56 / 18.2X 35/18.5X 
3= average 100/ 32.5X 70/ 37 OX 
4- much 69 / 22.4X 31 / 16.4X 
5= lots 62 /20.IX 18 / 9.5X 
secYsup Amt. Ant: Secy Sup _ .005* 
1-none 58 / 20.6* 56/33.1X 
2- some 58 / 20.65 40 / 22.9X 
3= average 109 / 38.8 X 60 / 34.3X 
4= much 38 / 13.55 \ 11/ 06.3X 
5= lots 18/06.4? { 6 / 03.4X 
ADMINSUP Amt. Ant. Admin. Sup. 
m io/H tn hoyI 
.018* 
nanp 
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q *h /triable Description \\ 
4 
/alues 
1" not so helpful 
arsisters 
19 / 06.1 S 
onperslstrsls 
17 / 08.9% 
laZI 
C >= not helpful 27 / 08.6% 20 / 10.5% 27b DROPIN )rop-ln Center/Lounge 
187 
1= very helpful 67/21.8% 28/ 14.6% ~ 
i helpful 74 / 24.0% 40 / 20.8% 
5= somewhat helpful 96/31.2% 68/ 35.4% 
1= not so helpful 38 / 12.3% 29 / 15.1% 
l 5= not helpful 33 / 10.7% 27/ 14.1% 
27c EVEHRS :ve. Hrs-Offices/Serv. 361 
1= very helpful 148 / 47.3% 91 / 47.4% 
2= helpful 85 /27.2% 54/ 28.1% 
3= somewhat helpful 53 / 16.9% 25/ 13.0% 
" 4- not so helpful 20 / 06.4% 12/06.3% 
5= not helpful 7 / 02.2% 10 / 05.2% 
27d 1 COFFEE Coffee Shop 
.371 
1= very helpful 79 / 25.4% 43 / 22.3% 
2- helpful 77 / 24.8% 57 / 29.5% 
3= somewhat helpful 84/27.0% 46 / 23.8% 
4= not so helpful 31 / 10.0% 27/ 14.0% 
5= not helpful 40 / 12.9% 20/ 10.4% 
27e CHLDCAR Childcare .167 
1= very helpful 61 / 21.4% 23/ 12.8% 
2= helpful 24 / 08.4% 22 / 12.3% 
3= somewhat helpful 48 / 16.8% 33/ 18.4% 
4- not so helpful 27 / 09.5% 18/10.1% 
5= not helpful 125 / 43.9% 83 / 46.4% 
27f .PARKING More Convenient Parking .613 
1= very helpful 185 / 58.03 106 /55.5% 
2- helpful 61 / 19.1% 42 / 22.0% 
3= somewhat helpful 51 / 16.0% 26/ 13.6% 
4= not so helpful 7 / 02.2% 8 / 04.2% 
5= not helpful 15 / 04.7% 9 / 04.7% 
27g IWRITING Writing Skills Refresher .105 
1= very helpful 62 / 20.4% 22/11.7% 
2= helpful 55/ 18.1% 34/ 18.1% 
3= somewhat helpful 79 / 26.0% 58 / 30.9% 
4- not so helpful 40 / 13.2% 33/ 17.6% 
5= not helpful 68 /22.4% 41 / 21.8% 
27h MATHREF Math Skills Refresher .237 4- 
1= very helpful 43 / 14.53 21 / 11.5% 
2= helpful 46 / 15.53 28 / 15.3% 
3= somewhat helpful 80 /26.93 47 / 25.73 
i 
4= not so helpful 40 / 13.53 5 39/21.33 
: 
5= not helpful 88 / 29.63 S 48 / 26.23 
| ! 
27i TUTORS Referrals to Tutors .131 1 
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Q •1\ Variable lescrtoMon v 
"1 
rallies p 
- very helpful 
ersisters N 
55 / 18.6% ~~ 
onpersistrs Si 
19/ 10.2% 
2 = helpful 68 / 23.0% 42 / 22.6% 
2 »* somewhat helpful 85 / 28.7% 59 / 31.7% 
i 1= not so helpful 32 / 10.8% 27 / 14 5% C 
»* not helpful 56 / 18.9% 39 / 21.0% 
27j < :areerdv \ tfkshps-Career Dev. 
.( 
= very helpful 103 / 33.3% 44 / 23.0% 
helprul 02 / 26.3% 44 / 23.0% 
* 5= somewhat helpful 64/20.7% 51 / 26.7% 
A 1= not so helpful 24 / 07/8% 24/ 12.6% 
I 5= not helpful 36/11.7% 28/ 14.7% 
27k TINEMGT Mcshps-Time Mgmt. 000- 
- 1= very helpful 75 /25.1% 20/ 10.6% 
2= helpful 75 /25.1% 43 / 22.8% 
3= somewhat helpful 78 /26.1% 65 / 34.4% 
4= not so helpful 33/11.0% 28/ 14.8% 
5- not helpful 38 / 12.7% 33/ 17.5% 
271 STRESMGT Wkshps-Stress Mgmt. .003- 
1= very helpful 78 / 26.3% 27 / 14.4% 
2= helpful 76 /25.6% 37 / 19.7% 
3- somewhat helpful 70 /23.6% 60/31.9% 
4= not so helpful 34/11.4% 30 / 16.0% 
5= not helpful 39/ 13.1% 34/ 18.1% 
27m CAREERCO Ref-Career Counseling .004- 
1- very helpful 95 / 30.8% 34/ 18.0% 
2= helpful 83 / 26.9% 44 / 23.3% 
3= somewhat helpful 63 / 20.5% 57 / 30.2% 
4= not so helpful 29 / 09.4% 20/ 10.6% 
5- not helpful 38 / 12.3% 34/ 18.0% 
c
 
CN
 
PERSONCO Ref - Personal Counselin .023- 
1= very helpful 44/ 14.6% 12/06.4% 
2= helpful 60 / 19.9% 28/ 15.0% 
3= somewhat helpful 95/31.5% 68 / 36.4% 
4= not so helpful 47 / 15.6% 34/ 18.2% 
5= not helpful 56 / 18.5% 45/ 24.1% 
27o FAniLYCO Ref.-Famlly/Marltal Coi ii 
.003" 
1- very helpful 30 / 10.2% 4/02.2% 
2- helpful 42 / 14.2% 21 / 11.5% 
3= somewhat helpfu1 78 /26.4% 41 / 22.5% 
4= not so helpful 49 / 16.6% l 42/ 23.1% 
5= not helpful 96 /32.5? 5 74 / 40.7% 
|33~ " SUPPUL Imp. Sup. Reed from Un V .001- 
1=a)very imp. 12/08.81 y, 8 /11.9? i j 
2=b)important 38 / 27.7! y\ 5/07.5? l 
3=c)somewhat imp. 1 36 / 26.3* si 18/26.91 l 
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Q * Variable )escription p Values *ersisters [* lonoarsisfr*: Isin 
1 4- not so helpful 16 / 11 995 7 / 10.9% |i 5= not helpful 19 / 14.2% 13 / 20 3% 
36k TIMEM6T2 iA/rkshps onTime Mgmt 
r 360 
1=very helpful 
~3? / 24.875 5/ 07 8% 
2= helpful 30 / 23.3% 18/28.1% 
3= somewhat helpful 37 / 28.7% 19/29.7% 
4= not so helpful 14/ 10.9% 9 / 14.1% 
I 5= not helpful 16 / 12.4% 13/20.3% 
361 STRSM6T2 Wkshps on Stress Mgmt j 
.026- 
1=very helpful 36 /27.7% 7 / 11.1% 
2= helpful 28/21.5% 20/31.7% 
3= somewhat helpful 36 / 27.7% 13/20.6% 
' 4- not so helpful 14/ 10.8% 9 / 14.3% 
5= not helpful 16 / 12.3% 14/22.2% 
36m CAREERC2 Referrals to Career Coun 
.536 
1 =very helprul 36 / 26.9% 12/ 18.8% 
2* helpful 31 / 23.1% 14/21.9% 
3= somewhat helpfu 33 / 24.6% 16/25.0% 
4= not so helpful 16 / 11.9% 8/ 12.5% 
15= not helpful 18 / 13.4% 14/21.9% 
36n PERS0NC2 Ref - Personal Counseling .076 
j i=very helpful 24 / 18.3% 3 / 04.8% 
2= helpful 22 / 16.8% 15/23.8% 
[3= somewhat helpful 33 / 25.2% 19/30.2% 
|4= not so helpful 23 / 17.6% 8 / 12.7% 
|5= not helpful 29 / 22.1% 18/28.6% 
36o FAMILYC2 Ref-Fam./Marital Couns .293 
I l=very helpful 16 / 12.2% 2 / 03.3% 
2= helpful 14/ 10.7% 9 / 14.8% 
|3= somewhat helpful 36 /27.5% 17/27.9% 
|4= not so helpful 25/ 19.1% 10/16.4% 
|5= not helpful 40 / 30.5% i 23 / 37.7% 
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la *|\ triable Id ascription V alue 1 v alue 2 lvalue 3 SI q 
tc >tal*/percent to tai*/percent 
2 r >EX R espondent's Sex P ersisters N< >n-persisters .4 92 
1 = a) female 167 / 48.1% 1 30/51.9% 
2 = b) male 94 / 44.8% 1 16/55.2% 
F ulltime P ersisters N on-persisters .6 24 
1 = a) female 69 13 
’- b) male 83 13 
F ’art-time |f ersisters N on-PersIsters 259 
- a) female 97 79 
t 1= b) male 97 102 
i A6EYRS L Aige Cohorts |r lales F emales 955 
=24-34yrs 206 / 70.1% 133 / 70.7% 
] 2=35-58yrs 88 /29.9% 55 / 29.3% 
Fulltime | ^ales ! females 261 
1=24-34yrs 67 51 
2=35-58yrs 11 15 
Part-time Males Females .000* 
1=24-34yrs 131 89 
2=35-58yrs 43 71 
3 
RACE Respondent's Race Full -time Males Females .000* 
1- a) Asian 45 21 
4= d) White 41 60 
7= g) Other 10 1 
5 PROGRAM Program enrolled in  Part-time Students Males Females .000* 
1) clinical lab sci 1 6 
2) health service 1 9 
3)nursing 0 u 18 
4) education i 18 56 
5) chem/paper engrg i 3 1 
6) civil engrg < 2 1 
7) computer/elec .em J 45 8 
8) envtronmtal study 12 4 l I 
9)mfg engrg. 11 5 
10) mechanical engr 3 8 2 
12) plastics engrg 10 2 
13) criminal justice 1 3 
14) psychology 0 6 
15) bus. Admin 31 14 
16) music 4 2 
17) biolog. science 0 2 
18) chem/polymer 1 2 
19) computer sci 37 21_ 
20) mathematics 8 8 
21) physics 0 0 
22) radlolog .sclenc e 1 1 1_| 
_..«novi naop continued to next page 
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Q * Variable Description /alue 1 \ /alue 2 \ 'alue 3 S In 
ull-time Students I1 lales F emales 
13 
) clinical lab sci 1 0 t 
2) health service 0 1 
5) nursing 1 19 
4 1) education 11 28 
1 5) chem/paper engrg 2 0 
i) civil engrg 0 0 
7) computer/elec.eng 20 3 
) environmtal study | 0 0 
2)mfgengrg. 0 1 
0) mechanical engrg| 10 1 
2) plastics engrg 8 0 
3) criminal justice | 0 0 
4) psychology 1 1 
15) bus. Admin 3 4 
16) music 3 6 
17) biolog. science 2 4 
18) chem/polymer 5 0 
19) computer sci 8 6 
20) mathematics 6 6 
21) physics L 8 0 
22) rad. science 3 1 
7 JOB current or prev.occ. Persisters Non-persisters .001* 
2) service worker 22 / 07.8% 2/01.0% 
9) managers and adm ! 36 / 12.8% 18/09.0% 
10) prof./ technical 224 / 79.4% 179 / 89.9% 
8 WORKING Amt. Currently Working Fulltime Students Males Females .036* 
1= a) full-time 20 19 
2* b) part-time 13 22 
3= c) not working j 52 31 
Part-time Students 
*
 
o
 
o
 
o
 
1= a) full-time 184 133 
2- b) part-time ; 6 24 
3= c) not working j 7 17 
10 MARITAL Marital Status Fulltime .017* 
1= a) married 27 39 
2- b) divorced A 4 
4= d) single 65 38 
Part-time .042* 
1= a) married i 100 89 
2- b) divorced 5 14 
4= d) single 93 71 
11 SP0USE0CI 2 Spouse's Occupation Full-time Students o
 
G
O
 
*
 
2= service worker 13/ 10.7% 12 / 12.4% 
4- transport & equi p| 1 / 00.8% 1 / 01.0% 
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143 
Appendix E. Table 2 cont. 
144 
Appendix E. Table 2 cont. 
|q * i Variable 1 Ascription \y /alue t |v falue 2 V ralue 3 s In 12,id l •R1ENDSP / \mt. of Sup .-Friends If fulltime Students ||“ lales F emales 13_ )07" 
1* none 6 3 11 2* some 8 1 
5= average 27 17 
4* much 13 26 Ti 5= lots 20 26 
3art-time Students T lales emales 000" 
1=none 17 5 
■ i 2- some 42 26 
3= average 55 45 
4= much 33 45 
I 5= lots 14 34 
24 SUPPUNIV Imp. of Sup. from Univ. Part-time Students ^lales :emales ,009"| 
1= a) very imp. 17 31 j 
2= b) important 44 45 J 
3= c) somewhat Imp. 1 58 58 
4-d) not very imp. 33 23 J 
5* e) not important ' 40 18 
25 ANTFACSP Amt Ant.Faculty Support] Part-time Students Males Females .038* 
1 = none 30 12 
2m some 33 37 
3= average 65 53 
4= much 30 33 
5= lots 18 26 
27e CHLDCAR Childcare Fulltime Students Males Females .010" 
1= very helpful 8 20 
2= helpful 7 7 
|3= somewhat helpful 18 11 
|4= not so helpful 1 15 4 
|5= not helpful 29 22 
27e CHLDCAR 1 Childcare 1 Part-time Students 1 Males Females .018" 
11= very helpful 18 37 
2- helpful 20 12 
13- somewhat helpful 30 22 
|4= not so helpful 14 12 
15= not helpful 89 66 
27f PARKING | More Convenient Parkini j| Fulltime Students Males Females .016* 
11= very helpful 37 47 
2= helpful i 21 14 
|3= somewhat helpful : *20 6 
j 4- not so helpful 2 2 
|5= not helpful 6 1 
27d COFFEE | Coffee Shop 1 Fulltime Students 1 Males Females .022* 
11= very helpful | 14 21 
|2- helpful 17 21 
_ 
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'Invariable 1 Description Value 1 
13- somewhat helpful 
Value 2 Value 3 
26 20 
Slq 
14= not so helpful 13 
[5= not helpful 
27b DR0P1N Drop-In Center/Lounge I Part-time Students" 
13 
.038* 
1- very helpful 25 35 
12= helpful 40 
13= somewhat helpful 67 
37 
38 
|4= not so helpful 29 21 
15- not helpful 23 29 
27d I COFFEE [Coffee Shop Part-time Students Males emales .018* 
1= very helpful 38 48 
12= helpful 58 36 
3-somewhat helpful 52 
[4= not so helpful 21 
5= not helpful 17 
32 
19 
27 
27m CAREERCO Ref .-Career Counseling Fulltime Students Males emales .014* 
j 1- very helpful 22 36 
2= helpful 28 20 
3= somewhat helpful 24 
[4= not so helpful 
5- not helpful 
27m| CAREERCO I Ref-Career Counseling | Part-time Students | Males Females .007* 
1 = very helpful 24 45 
2= helpful 40 39 
3-somewhat helpful 49 38 
4= not so helpful 24 18 
5= not helpful 43 23 
271 I5TRESMGT jWkshps-Stress Mgmt. |Part-time Students [Males Females .004* 
1- very helpful 21 38 
2= helpful 41 39 
3= somewhat helpful 43 41 
4= not so helpful 34 16 
5- not helpful 41 23 
33 SUPPUL 1 Imp. Sup. Reed from Univ|Partime Students Males ■emales .046* 
1=a)very imp. 
12=b)lmpor tant 8 16 
3-c)somewhat imp. 17 16 
4=d)not very imp. 8 18 
5=e)not important 28 16 
34a |ANTFAC2 1 Amt Supp Recd-f acuity i Fulltime Students 
1»none 
Males Females 014’ 
2=some 
3=average 14 
4=much n 
4 5=1 ots 
continued to next page 
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|q • /triable 1 )escription /alue 1 \ 'alue 2 alue 3 S iq 
5- somewhat helpful 19 25 
l 1= not so helpful 7 10 
C 5* not helpful 14 11 
27g 1 WRITING Writing Skills Wkshps. T Students-Females F ^rslsters Is on-PersIsters . 361" 
l-very helpful 21 4 
» 2* helpful 10 3 
3= somewhat helpful 18 2 
4= not so helpful 7 0 
5- not helpful 2 3 
25 
ANTFACSP Anticipated Faculty Sup. :T Students-Females Persisters ^lon-persisters .049* 
1= none 2 3 
2- some 10 0 
- 3- average 17 3 
4= much 16 2 
5= lots 16 5 
361 STRSMGT2 Wkshps on Stress Mgmt FT Students-Female Persisters Non-persisters .018" 
1-very helpful 14 0 
2= helpful 3 3 
3= somewhat helpfu 8 0 
4= not so helpful 1 0 
5* not helpful 4 1 
27c EVEHRS Eve. Hrs-Offices/Serv. FT Students-Females Persisters Non-persisters .014* 
1= very helpful 23 5 
2= helpful 21 3 
3- somewhat helpful 9 1 
4= not so helpful 6 0 
5= not helpful 0 2 
27d COFFEE Coffee Shop FT Students-Females Persisters Non-persisters .000* 
1- very helpful 17 4 
2* helpful 19 2 
3= somewhat helpfu 19 1 
4= not so helpful 4 1 
5- not hejpful 0 3 
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Q * Variable : actor | naan Std Devil i |( lonf Int_Ij ilo of fI 
|r linety-five pet. 
1 /b PERSMOT aersister | [j ;ffect=persist|. D10 
=best desc. female | 3.303 / 1.457 seTt: 2.945-3.661 
2=describes ■nale 1 3.164/1.437 * 55 : 2.775 - 3.552 
3-somewhat aon-persister | 
4=less desc. female | 3.643/1.471 : 28 ; 5.072 - 4.213 
5=least des. male | 3.857/1.445 ! 56 ; 5.470-4.244 
3.463/1.467 : 205 ; 3261-3.665 
18 KEEPUP persister EFFECT=PERSIST 000 
1=best desc. female j 3.682/1.469 56 3.321-4.043 
2=descrtbes male 3.218/1.572 55 2.793 - 3.643 
3-somewhat non-persi3ter [ 
4=less desc. female 2.643/1.496 28 2.063 - 3.223 
5=least des. male | 2.411/1.345 56 2.050-2.771 
3.068 / 1.548 205 2.855 - 3.282 
RETRAIN persister EFFECT=PERSIST .001 
1=best desc. female 3.212 / 1.926 I 66 [ 2.739 - 3.686 
2=descrlbes male 3.364 / 1.850 55 ' 2.864 - 3.864 
3-somewhat non-persister 
4*less desc. female 3.929 / 1.489 28 3.351-4.506 
5sleast des. male 4.250 / 1.405 56 3.874 - 4.626 
3.634/ 1.762 205 3.391-3.877 
23d FRIENDSP persister EFFECT=SEX .ooo ; 
EFFECT=PERSIST •019 ! 
1* none female 3.924/ .982 66 3.683-4.166 
2- some male 2.945/ 1.129 55 2.640 - 3.251 
3= average non-persister 
A- much female 3.179/ 1.020 28 2.783 - 3.574 
5= lots male 2.857/ 1.069 56 2.571-3.143 
3.268 / 1.142 205 3.111 -3.426 
23e PROFASUP persister 
1= none female 3.364/ 1.355 66 3.331 -3.697 
2- some male 2.964/ 1.414 55 2.581-3.346 
3= average non-persister 
Ar much female 2.964/ 1.347 28 2.442 - 3.486 
5* lots male 2.964/ 1.250 56 2.630-3.299 
3.093/ 1.345 205 >2.907-3.278 
24 SUPPUNIV persister EFFECT=PERSIS‘ r .035 ! 
1=very imp. female 2.606 / 1.021 66 2.355 - 2.857 
2-important male 12.727 / 1.209 |55 12.400 - 3.054 
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Q * Variable Factor Mean Sid Dev N |< Conf Int « > g of f] 
26a NEGIMPCT persister 
effect-persist . 03 
Is negative female 4.636 / 1.159 56 4.352 - 2.921 
2= negative male 4.418/ 1.423 55 4.033 - 4.803 
3= mixed non-persister 
4- positive female 4.143/1.671 28 3.495-4.791 
5= positive male 3.643/ 1.911 56 3.131 -4.155 | 
4.239/1.574 205 4.022 - 4.456 1 
26b LOENERGY persister EFFECT-PERSIST .001 | 
1= low energy female 3.455 / 1.084 66 3.188-3.721 
2= low energy male 3.473/ .940 55 ! 3.219 - 3.727 
3= mixed non-persister 
4* high energy female 3.107/ .875 28 2.768-3.446 
5= high energy male 2.875/ .896 56 2.635-3.115 
3.254/ .997 
in
 
o
 
CN
 3.116-3.391 
26c OVERWHLM persister 
1= overwhelm female 4.030/ .976 66 3.790-4.270 
2- overwhelm male 3.600/ 1.011 55 3.327-3.873 
3= mixed non-persister 
4- challenging female 3.500/ .923 28 3.142 - 3.858 
5= challenging male 3.696/ .893 56 !3.457 - 3.936 
3.751 / .971 205 3.618-3.885 
26d NTCOPING persister 
1= not coping female 3.545 / 1.939 66 3.069 - 4.022 
2= not really male 3.473/1.961 55 2.943-4.003 
3= mixed non-persister 
4- coping female 3.714/ 1.902 28 2.977 - 4.452 
5s really cop male 3.000 / 2.018 56 |2.460-3.540 
3.400/ 1.964 20512.977 - 4.452 
Appendix E. Table 4 cont. 
VARIABLE PERSMOT KEEPUP RETRAIN FRIENDSP ’ROFASUP 
PERSMOT 1.4502 
KEEPUP 0.1847 1.4688 
RETRAIN 0.21105 
-0.0342 1.7192 
FRIENDSP 
-0.0826 
-0.0768 
-0.0013 1.0519 
PROFASUP 
-0.073 
-0.1828 0.0885 0.5659 1.3421 
SUPPUNIV 0.1703 
-0.0327 
-0.0399 
-0.1532 
-0.173 
ANTFACSUP 
-0.2052 0.0187 
-0.0649 0.166 0.2301 
SECYSUP 
-0.1848 0.1372 
-0.1263 0.1512 0.1692 
ADMINSUP 
-0.1177 0.0469 
-0.079 0.1745 0.1752 
COUNSUP 
-0.1703 0.0749 
-0.1812 0.109 0.1141 
STUDSUP 
-0.2174 
-0.0665 
-0.1278 0.2055 0.2417 
NE6inPCT 
-0.0423 0.0485 -0.0037 0.1414 0.1353 
L0ENER6Y 
-0.0328 0.0413 0.1190 0.1373 0.2320 
OVERWHLM 0.0271 0.0298 0.0539 0.1484 0.1873 
NTC0PIN6 0.0034 
-0.1019 0.0123 0.150 0.1257 
WITHIN CELLS correlations with standard deviations on diagonal 
Log (Determinant)- -4.61499 
Bartlett test of sperlclty* 900.69152 with 105 D. F. 
Significance- .000 
F (max) criterion- 4.20585 with (15,201) D>F> 
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VARIABLE SUPPUNIV ANTFACSUP SECYSUP AOMINSUP 30UNSUP 
PERSMOT 
KEEPUP 
RETRAIN 
FRIENDSP 
PROFASUP 
SUPPUNIV 1.1764 
ANTFACSUP 
-0.4101 1.15153 
SECYSUP 
-0.2803 0.6357 1.0449 
AOMINSUP 
-0.3385 0.675 0.7472 1.1218 
COUNSUP 
-0.353 0.6144 0.5926 0.6933 1.2833 
STUDSUP 
-0.4602 0.55161 0.4707 0.46 0.4826 
NEGIMPCT 
-0.1706 0.1176 0.0478 0.0944 0.1191 
LOENERGY 
-0.0731 0.1039 0.1043 0.0564 0.1362 
OVERWHLM 
-0.0764 0.0358 0.0447 0.0399 -0.014 
NTCOPING 0.0159 0.0114 0.0756 0.0484 0.0637 
\ 
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Appendix E. Table 4 cont. 
VARIABLE STUDSUP NEGIMPCT LOENERGY 3VERWHLM TCOPING 
PERSMOT 
KEEPUP 
RETRAIN 
FRIENOSP 
PROFASUP 
SUPPUNIV 
ANTFACSUP 
SECYSUP 
ADMINSUP 
COUNSUP 
STUDSUP 1.1228 
NEGIMPCT 0.2303 1.5339 
LOENERGY 0.1564 0.3048 0.9693 
OVERWHLM 0.1091 0.3283 0.4177 0.9567 
NTCOPING 0.0628 0.2204 0.296 0.4063 1.96206 
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Appendix E. Table 5 
VARIABLE PERSMOT KEEPUP RETRAIN FRIENDSP PROFASUP PERSMOT 422.7525 
KEEPUP_ 79.1142 433.6821 
RETRAIN 105.7705 
__-17.3733 594.1147 
FR1END5P 
-25.351 
_ -23.8649 
-0.4913' 222.4218 
PROFASUP 
-28.5883 
-72.4629 41.0649 160.6019 362.0928 
SUPPUNIV 58.4047 
-11.3571 
-16.2445 
-38.1093 
-54.9123 
ANTFACSUP 
-68.8848 6.3876 
-25.829 40.4342 71.4922 
SECYSUP 
-56.2965 42.3506 
-45.6212 33.4231 47.7175 
ADMINSUP 
-38.5168 15.537 
-30.6558 41.3974 53.0376 
COUNSUP 
-63.7277 28.4126 
-80.3647 29.5842 39.5207 
STUDSUP 
-71.1852 
-22.0704 
-49.5963 48.7969 73.2149 
NEGIMPCT 
-18.9194 21.9883 
-1.987 45.8649 55.9922 
L0ENER6Y 
-9.274 11.8191 40.1461 28.1551 60.8935 
OVERWHLM 7.5653 8.4185 17.8257 30.0229 48.3655 
NTC0PIN6 1.9792 
-59.0753 8.3376 62.574 66.5688 
WITHIN CELLS correlations with standard deviations on diagonal 
Log (Determinant)* -4.61499 
Bartlett test of sperlcity* 900.69152 with 105 D. F. 
Significance- .000 
F (max) criterion- 4.20585 with (15,201) D>F> 
continued to next page 
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Appendix E. Table 5 cont. 
VARIABLE SUPPUNIV / \NTFACSUP J SECYSUP / ADMINSUP |C OUNSUP 
PERSMOT 
KEEPUP 
RETRAIN 
FRIENDSP 
PROFASUP 
SUPPUNIV 278.2023 
ANTFACSUP 
-111.6839 266.529 
SECYSUP -69.2716 153.764 219.4556 
ADMINSUP -89.8051 175.2844 176.0649 252.9467 
COUNSUP -107.1482 182.5218 159.7283 200.6344 331.0468 
STUDSUP -122.1991 143.3534 111.0021 116.4681 139.7856 
NEGIMPCT -61.8961 41.7584 15.4026 32.6675 47.1441 
L0ENER6Y -16.7694 23.3253 21.25 12.3383 34.0789 
OVERWHLM -17.2835 7.9456 8.9891 -8.6084 -3.4721 
NTCOPING 7.4155 5.2051 31.1818 21.4129 32.2623 
continued to next page 
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Appendix E. Table 5 cont. 
VARIABLE NE6IMPCT L0ENER6Y OVERWHLM TTCOPING 
PERSMOT 
KEEPUP 
RETRAIN 
FRIENDSP 
PROFASUP 
SUPPUNIV 
ANTFACSUP 
SECYSUP 
ADMINSUP 
COUNSUP 
STUDSUP 
NEGIP1PCT 472.9402 
L0ENER6Y 91.1077 188.8763 
OVERWHLM 96.8558 77.8659 183.9786 
NTC0PIN6 133.361 113.2026 153.309 773.787 
N 
Appendix E. Table 6 cont. 
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1 VARIABLE 3ERSM0T CEEPUP Strain f riendsp Ip ROFASUP 
PERSMOT 0.00068 
KEEPUP 0.06815 6.838 
RETRAIN 
-0.0394 
-3.9529 2.285 
FRIENDSP 0.13212 13.2558 
-7.6628 25.6969 
PROFASUP 0.04483 4.4981 
-2.6002 8.7198 2.9589 
SUPPUNIV 
-0.03102 
-3.1123 1.7991 
-6.0334 
-2.0473 
ANTFACSUP 0.01325 1.3289 
-0.7826 2.5763 0.8742 
ISECYSUP 
-0.0214 
-2.1468 1.241 -4.1617 
-1.4122 
ADMINSUP 
-0.0086 
-0.8632 0.49904 -1.6735 -0.5678 
COUNSUP 
-0.04155 
-4.1687 2.4098 
-8.0812 -2.7422 
STUDSUP 0.03034 3.0441 -1.7597 5.9012 2.0024 
NEGIMPCT 0.05932 5.952 -3.4407 11.5383 3.9153 
L0ENER6Y 0.01415 1.4198 -0.8207 2.7524 0.934 
OVERWHLM 0.03453 3.4644 -2.0027 6.7161 2.2789 
NTCOPING 0.05796 5.8157 -3.3619 11.274 3.82561 
EFFECT=SEX 
Adjusted Hypothesis Sum-of-Squares and Cross-Products 
Multivariate Tests of Significance (sa1, M=6 1/2. n*92 1/2) 
Test Name Value Exact F Hypoth. OF Error DF Sig.ofF 
Pillais 0.16972 2.54835 15 187 S 0.002 
[Hotel lings 0.20441 2.54835 15 187 0.002 
Wilks 0.83028 2.54835 15 187 ' 0.002 
1 Roys 0.16972 
| Note: F Statistics are exact. 
Estimates of effects for canonla 1 variable 
| Parameter \ 
3 -0.4594: 2 
continued to next page 
Appendix E. Table 6 cont. 
VARIABLE SUPPUNIV ANTFACSUP 5ECYSUP / \DniNSUP c :ounsup 
PERSMOT 
KEEPUP 
RETRAIN 1 
FRIENDSP 1 
PROFASUP 1 
SUPPUNIV 1.4165 1 
ANTFACSUP 
-0.6048 0.2582 1 
SECYSUP 0.97713 
-0.4172 0.674 
ADMINSUP 0.3929 
-0.1677 0.271 0.1089 
COUNSUP 1.8973 
-0.8102 1.3087 0.5262 2.5414 
STUDSUP 
-1.3855 0.5916 -0.9557 
-0.3843 
-1.8558 
NEGINPCT 
-2.709 1.1568 -1.8686 -0.7514 
-3.6285 
LOENERGY 
-0.6462 0.2759 -0.4457 -0.1792 -0.8656 
OVERWHLM 
-1.5768 0.6733 -1.0876 -0.4373 -2.112 
NTCOPING -2.647 1.1303 -1.8258 -0.7342 -3.5454 
1 
continued to next page 
159 Appendix E. Table 6 cont. 
VARIABLE STUDSUP NEGIMPCT LOENERGY OVERWHLM 1TC0PING 
PERSMOT 
KEEPUP 
RETRAIN 
FRIENDSP 
PROFASUP 
SUPPUNIV 
ANTFACSUP 
SECYSUP 
ADMINSUP 
COUNSUP 
STUDSUP 1.3552 
NEGIMPCT 2.6497 5.18087 
L0ENER6Y 0.6321 1.2359 0.2948 
OVERWHLM 1.5423 3.0155 0.7193 1.7552 
NTCOPING 2.589 5.0622 1.2075 2.9465 4.9463 
\ 
continued to next page 
160 Appendix E. Table 7 
VARIABLE 
PERSMOT 
PERSMOT 
14.1762 
KEEPUP RETRAIN :RIENDSP 3R0fA5UP 
KEEPUP_ 
-23.4215 
_38.6963 
RETRAIN 21.1515 
_-34.9458 31.5588 
FRIENDSP 
-9.3564 15.4583 
-13.96 6.1752 
PROFASUP 
-4.2834 7.0769 
-6.3909 2.827 1 2942 SUPPUNIV 9.3891 
-15.5123 14.0088 
-6.1968 
-2.8369 
ANTFACSUP 
-15.7139 25.962 
-23.4457 10.3712 4 748 
SECYSUP 
-11.2295 18.553 
-16.7548 7.4115 3.393 
ADMINSUP 
-9.376 15.4907 
-13.9893 6.1882 2.8329 
COUNSUP 
-12.8821 21.2835 
-19.2206 8.5023 3.8923 
STUDSUP 
-18.1785 30.0339 
-27.123 11.9979 5.4927 
NE6IMPCT 
-17.0698 28.2022 
-25.4688 11.2662 5.1577 
L0ENER6Y 
-12.8044 21.155 
-19.1046 8.4509 3.8688 
OVERWHLM 
-4.2379 7.0017 
-6.32312 2.797 1.2805 
NTC0PIN6 
-5.3578 8.8521 
-7.99418 3.5362 1.6189 
EFFECT-PERSIS1 
Adjusted Hypothesis Sum-of-Squares and Cross-Products 
Multivariate Tests of Significance Cs=t. M=6 1/2, n=92 1/2) 
Test Name Value Exact F Hypoth. DF Error OF Sig.ofF 
Pillais 0.24634 4.07475 15 187 Q 
Hotellings 0.32685 4.07475 15 187 A 
Wilks 0.75366 4.07475 15 187 Q 
Roys 0.24634 
Note: F Statistics are exact. 
Estimates of effects for canonlal variable 
Parameter 1 
2 0.5886 
continued to next page 
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Appendix E. Table 7 cont. 
VARIABLE 5UPPUNIV MTFACSUP < 5ECYSUP 1/ VDMINSUP |c OUNSUP 
PERSMOT 
KEEPUP 
RETRAIN 
FRIENDSP 
PROFASUP 
SUPPUNIV 6.2185 
ANTFACSUP 
-10.4075 17.41842 
SECYSUP 
-7.4374 12.4475 8.8952 
ADMINSUP 
-6.2098 10.393 7.427 6.2011 
COUNSUP 
-8.532 14.2794 10.2044 8.5201 11.70622 
STUDSUP 
-12.0398 20.1503 14.3998 12.023 16.5191 
NEOinPCT 
-11.30558 18.9214 13.5216 11.2898 15.5116 
L0ENER6Y 
-8.4805 14.1932 10.1428 8.4686 11.6355 
OVERWHLM -2.8068 4.6975 3.3569 2.8029 3.851 
NTC0PIN6 -3.5486 5.939 4.2441 3.5436 4.8688 
continued to next page 
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Appendix E. Tables 
Variable Function One 1 canonical variable 
persmot 
-.09568 
keepup 
-.13390 
retrain 
-.07428 
friendsp -.60454 
profasup. .03875 
suppuniv -.15341 
antfacap -.03465 
secysup .67448 
adminsup -.38482 
counsup -.08790 
studsup -.05029 
negimpct .26075 
loenergy .39867 
overwhlm -.77450 
ntcoping .36168 
Estimate of effect for canonical variable 
Parameter 1 
2 -.38979 
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Appendix E. Table 9 
Variable, Function One Canonical Discriminant Functions 
persmot 
-0.24422 
keepup 0.59909 
retrain 
-0.32810 
friendsp 0.25020 
studsup 0.37545 
loenerqy 0.34883 
On groups defined by Persist: 
After Function: 0 
Wilkslambda: 0.7388316 
Chi-Squared: 60.537 
D.F. 6 
Significance: 0.0000 
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Appendix E. Table 10 
Variable, :unction One Canonical Discriminant Functions 
keepup 0.41293 
retrain -0.19284 
friendsp 0.88980 
profasup -0.24952 
antfacsp 0.31483 
secysup -0.32263 
counsup -0.41796 
studsup 0.26726 
On groups defined by Sex: 
After Function: 
8060133 
Chi-Squared: 42.915 
D.F.8 
Significance: 0.0000 
F. Results of Cross-Tabulations and Chi-Square Analyses 
Appendix F. Table 1 
row 
degree 
status: 
in degree 
program 
n nAn_ /Ion 
program 
total 
count 247 95 342 
row pet 72.2% 27.8% 62.5% 
persisters 
61 144 205 
non-. persisters 29.8% 70.2% 37.5% 
column 308 239 547 
total 56.3% 43.7% 100% 
s1gnificance= 0.0000 
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Appendix F. Table 2 
antici pated 
faculty 
support: none some average much lots 
count 
pet. 
persisters 13 
7.4% 
36 
20.5% 
56 
31.8% 
38 
21.6% 
33 
18.8% 
non- 
persisters 
29 34 62 25 1 1 
18.0% 21.1% 38.5% 15.5% 6.8% 
column 42 70 1 18 63 44 
total 12.5% 20.8% 35.0% 18.7% 13.1% 
row 
total 
337 
100.0% 
s1gnif1cance= 0.0006 
Appendix F. Table 3 
race: Asian vhite other 
count 
pet. 
pa roisters 
69 
20.0% 
258 
74.8% 
18 
5.2% 
non- 
pe roisters 
column 
total 
24 
1 1.6% 
CM
 
~
~
 
r-
 
n
 
—
 
oo
 
1 1 
5.3% 
93 
16.8% 
430 
77.9% 
29 
5.3% 
row 
total 
345 
62.5% 
207 
37.5% 
552 
100.0% 
significance:: 0.0374 
Appendix F. Table 3a 
race: Asian vhite other 
count 
pet. 
fullti me 
perslsters 
54 
35.5% 
91 
86.2% 
7 
4.6% 
fullti me 
non¬ 
par sisters 
12 
9.6% 
10 
38.5% 
4 
15.4% 
• 
column 
total 66 
37.1% 
101 
56.7% 
1 1 
6.2% 
row 
total 
152 
85.4% 
26 
14.6% 
178 
100.0% 
significance:: 0.0361 
Appendix F. Table 4 
occupation: 
count 
row pet. 
persi stars 
non¬ 
par si stars 
column 
total 
service managers professionals 
22 36 224 
7.8* 12.8* 79.4* 
2 18 179 
1.0* 9.0* 89.9* 
24 54 403 
5.0* 1 1.2* 83.8* 
row 
total 
282 
58.6* 
199 
41.4* 
481 
100.0* 
significance: 0.0010 
Appendix F. Table 5 
occupation: service managers professionals 
count 
rov pet. 
part-tl me 
per sister s 
6 
3.3% 
24 
13.1% 
153 
83.6% 
part-tl me 1 15 162 
non- 
perslsters 
0.6% 8.4% 91.0% 
column 7 39 315 
total 1.9% 10.8% 87.5% 
rov 
total 
183 
50.7% 
178 
49.3% 
361 
100.0% 
significance= 0.0540 
Appendix F. 
vorki ng: 
count 
row pet. 
persiaters 
non- 
persisters 
column 
total 
Table 6 
fulltime part-time not working 
195 
59.5% 
50 
15.2% 
83 
25.3% 
163 17 24 
79.9% 8.3% 1 1.8% 
358 67 107 
67.3% 12.6% 20.1% 
row 
total 
328 
61.7* 
204 
38.3* 
532 
100.0% 
significance= 0.0000 
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Appendix F. Table 10 
ant. support 
friends: none some ave. much lots 
count 
rov pet. 
persisters 
15 
5.2% 
43 
14.9% 
81 
28.0% 
78 
27.0% 
72 
24.9% 
non- 
perslsters 
17 
9.6% 
36 
20.2% 
64 
36.0% 
39 
21.9% 
22 
12.4% 
column 
total 32 79 145 1 17 94 
6.9% 16.9% 31.0% 25.1% 20.1% 
row 
total 
289 
61.9% 
178 
38.1% 
467 
100.0% 
significance:: 0.0020 
177 
Appendix F. Table 11 
motive= 
personal row 
change best describes,somevhat, hardly, least ^,1 
count 
row pet. 
persisters 
47 
18.0* 
53 
20.3* 
52 
19.9* 
19 
7.3* 
90 
34.5* 
non- 
persisters 
14 
9.1* 
24 
15.6* 
21 
13.6* 
17 
1 1.0* 
78 
50.6* 
column 
total 
61 77 73 36 168 
14.7* 18.6* 17.6* 8.7* 40.5* 
261 
62.9* 
154 
37.1* 
415 
100.0* 
significance= 0.0025 
178 
Appendix F. Table 12 
university: 
count 
row pet. 
persisters 
non- 
persisters 
column 
total 
- very 
imp imp. 
some¬ 
what 
not 
very 
not r 
imp. t 
65 94 108 44 28 
19.2% 27.7% 31.9% 13.0% 8.3% 
26 48 65 31 35 
12.7% 23.4% 31.7% 15.1% 17.1% 
91 142 173 75 63 
16.7% 26.1% 31.8% 13.8% 1 1.6% 
339 
205 
37.7% 
544 
100.0% 
significence= 0.0107 
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Appendix F. Table 13 
support reed, very some¬ not not row 
university: imp imP* what very imp. total 
count 12 38 36 27 24 137 
row pet. 
per sisters 
8.8% 27.7% 26.3% 19.7% 17.5% 67.2% 
non- 
persisters 
8 5 18 10 26 67 
1 1.9% 7.5% 26.9% 14.9% 38.8% 32.8% 
column 20 43 54 37 50 204 
total 9.8% 21.1% 26.5% 18.1% 24.5% 100.0% 
significance= 0.0012 
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Appendix F. Table 14 
ant .s up port 
university: 
couni 
very 
imp imp. 
some¬ 
what 
not 
very 
not row 
imp. total 
row pet. 
part-ti me 
persisters 
28 
14.7% 
49 
25.8% 
63 
33.2% 
26 
13.7% 
24 
12.6% 
190 
51.8% 
part-time 
nonpersist. 
20 
1 1.3% 
40 
22.6% 
53 
29.9% 
30 
16.9% 
34 
19.2% 
177 
48.2% 
column 
total 
48 
13.1% 
89 
24.3% 
1 16 
31.6% 
56 
15.3% 
58 
15.8% 
367 
100.0% 
significance= 0.3239 
Appendix F. Table 14a 
ant.support 
university: 
very 
imp imp. 
some¬ 
what 
not 
very 
not 
imp. 
row 
total 
count 
row pet. 
persisters 
36 
24.3% 
45 
30.4% 
45 
30.4% 
18 
12.2% 
4 
2.7% 
148 
85.5% 
non¬ 
par si stars 
6 
24.0% 
8 
32.0% 
9 
36.0% 
1 
4.0% 
1 
4.0% 
25 
14.5% 
column 
total 
42 
24.3% 
53 
30.6% 
54 
31.2% 
19 
11.0% 
5 
2.9% 
173 
100.0% 
signific8nce= 0.7989 
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Appendix F. Table 15 
ant. auppor 
faculty: 
t 
none ao me ave. much lota 
count 
row pet. 
peraiatera 
21 
6.8% 
56 
18.2% 
100 
32.5% 
69 
22.4% 
62 
20.1% 
non- 
peraiatera 
35 
18.5% 
35 
18.5% 
70 
37.0% 
31 
16.4% 
18 
9.5% 
column 
total 56 
1 1.3% 
91 
18.3% 
170 
34.2% 
100 80 
20.1% 16.1% 
row 
total 
308 
62.0% 
189 
38.0% 
497 
100.0% 
significance= 0.0000 
Appendix F. Table 15a 
ant. aupport- 
faculty: none aome ave. much lota 
row pet. 
part-ti me 
peraiatera 
13 
7.4% 
36 
20.5% 
56 
31.8% 
38 
21.6% 
33 
18.8% 
part-ti me 
non-pera. 
29 
18.0% 
34 
21.1% 
62 
38.5% 
25 
15.5% 
1 1 
6.8% 
column 
total 42 
12.5% 
70 
20.8% 
1 18 
35.0% 
63 
18.7% 
44 
13.1% 
row 
total 
176 
52.2% 
161 
47.8% 
337 
100.0% 
signif1cance= 0.0020 
182 
Appendix F. Table 16 
ant. support- 
secys: none some ave. much lots 
rov 
total 
count 
rov pet. 58 58 109 38 18 281 
persisters 20.6% 20.6% 38.8% 13.5% 6.4% 61.6% 
non- 
persisters 
58 40 60 1 1 6 175 
33.1% 22.9% 34.3% 6.3% 3.4% 38.4% 
column 
total 1 16 98 169 49 24 456 
25.4% 21.5% 37.1% 10.7% 5.3% 100.0% 
significonce= 0.0189 
183 
Appendix F. Table 17 
ant. support 
admin: none some ave. much lots 
count 
row pet. 
per sisters 
49 
17.0% 
65 
22.5% 
1 1 1 
38.4% 
41 
14.2% 
23 
8.0% 
non- 
persi stars 
50 
27.9% 
43 
24.0% 
60 
33.5% 
13 
7.3% 
13 
7.3% 
column 
total 99 108 171 54 36 
21.2% 23.1% 36.5% 1 1.5% 7.7% 
row 
total 
289 
61.8% 
179 
38.2% 
significonce= 0.0189 
467 
100.0% 
184 
Appendix F. Table 18 
ant. suppor 
counselors 
count 
none some ave. much lots 
row 
total 
row pet. 
part-ti me 
persisters 
36 
22.82 
25 
15.8% 
41 
25.9% 
30 
19.0% 
26 
16.5% 
158 
52.8% 
part-ti me 
non-pers. 42 
29.82 
28 
19.9% 
44 
31.2% 
15 
10.6% 
12 
8.5% 
141 
47.2% 
column 
total 78 53 85 45 38 299 
26.1% 17.7% 28.4% 15.1% 12.7% 100.0% 
significance= 0.041 1 
Appendix F. Table 18a 
ant. support- 
students: none 
tfmnl some <
 
<p
 i much lots 
row pet. 
part-ti me 
persisters 
15 
9.2% 
20 
12.3% 
66 
40.5% 
34 
20.9% 
28 
17.2% 
part-ti me 
non-pers. 25 
16.7% 
31 
20.7% 
61 
40.7% 
24 
16.0% 
9 
6.0% 
column 
total 40 
12.8% 
51 
16.3% 
127 
40.6% 
58 
18.5% 
37 
1 1.8% 
row 
total 
163 
52.1 % 
150 
47.9* 
313 
100.0% 
s1gnificance= 0.0030 
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Appendix F. Table 18b 
ant. 3upoor 
students: 
count 
none some ave. much lots 
row 
total 
row pet. 
female 
part-ti me 
persisters 
5 
5.9% 
10 
1 1.8% 
32 
37.6% 
24 
28.2% 
14 
16.5% 
85 
57.0% 
female 
part-ti me 
non-pers. 
10 
15.6% 
16 
25.0% 
21 
32.8% 
10 
15.6% 
7 
10.9% 
64 
43.0% 
column 
total 15 26 53 34 21 149 
10.1% 17.4% 35.6% 22.8% 14.1% 100.0% 
significance= 0.0303 
Appendix F. Table 18c 
ant. support- 
faculty none 
rniinf some ave. much lots 
row pet. 
male 
part-ti me 
persisters 
male 
part-ti me 
non-pers. 
9 
10.5% 
15 
17.4% 
30 
34.9% 
18 
20.9% 
14 
16.3% 
21 
23.3% 
18 
20.0% 
35 
38.9% 
12 
13.3% 
4 
4.4% 
column 
total 30 
17.0% 
33 
18.8% 
65 
36.9% 
30 
17.0% 
18 
10.2% 
row 
total 
86 
48.9% 
90 
51.1% 
176 
100.0% 
s1gniTicance= 0.0164 
186 
Appendix F. Table 19 
impact 
on life: 
count 
row pet. 
persisters 
non- 
pe roisters 
column 
total 
row 
neg. positive total 
310 
62.035 
190 
38.0% 
500 
16.7% 26.1% 100.0% 
40 
12.9% 
270 
87.1% 
54 
28.4% 
136 
71.6% 
91 142 
significance= 0.0000 
Appendix F. Table 19a 
impact on 
energy: 
count 
row pet. 
persisters 
non-column 
perstefrirs 
lov energy.,mixed,.high energy 
row 
total 
12 
3.9% 
45 
14.8% 
96 
56.1% 
79 
26.0% 
72 
23.7% 
7 
3.7% 
50 
26.5% 
75 
39.7% 
39 
20.6% 
18 
9.5% 
304 
61.7% 
189 
38.3% 
significance= 0.0001 
187 
Appendix F. 
perception 
of impoct: 
count 
row pet 
persisters 
non- 
persioters 
column 
total 
Table 19b 
overwhelming., mixed. 
row 
chollengi ng 
8 
2.6% 
17 
5.6% 
73 
24.1% 
105 
34.7% 
100 
33.0% 
5 
2.6% 
1 1 
5.8% 
56 
29.5% 
83 
43.7% 
35 
18.4% 
13 
2.6% 
28 
5.7% 
129 
26.2% 
188 
38.1% 
135 
27.4 
303 
61.5% 
190 
38.5% 
493 
100.0% 
significance= 0.0120 
188 
Appendix F. Table 20 
before- 
stress 
mgt. wkshp 
verg 
heloful helpful somewhat not so 
not 
heloful 
row 
total 
count 78 76 70 34 39 297 
row pet. 
perslsters 
26.3% 25.6% 23.6% 11.4% 13.1% 61.2% 
27 37 60 30 34 188 
non- 
persisters 
14.4% 19.7% 31.9% 16.0% 18.1% 38.8% 
column 
total 
105 1 13 130 64 73 485 
21.6% 23.3% 26.8% 13.2% 15.1% 100.0% 
significance= 0.0032 
Appendix F. Table 20a 
after¬ 
stress mgt. 
count 
row pet. 
perslsters 
non- 
persisters 
column 
total 
very 
heloful helpful somewhat not so 
not 
heloful 
row 
total 
36 28 36 14 16 130 
27.7% 21.5% 27.7% 10.8% 12.3% 67.4% 
7 20 13 9 14 63 
1 1.1% 31.7% 20.6% 14.3% 22.2% 32.6% 
43 48 49 23 30 193 
22.3% 24.9 25.4% 1 1.9% 15.5% 100.0% 
significance=0.0269 
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Appendix F. Table 21 
orientation: very 
heloful helpful somewhat not so 
r 
not t 
heloful 
count 131 68 68 19 27 
row pet. 
perslsters 
41.9% 21.7% 21.7% 6.1% 8.6% 
54 42 57 17 20 
non- 
persisters 
28.4% 22.1% 30.0% 8.9% 10.5% 
column 185 1 10 125 36 47 
total 36.8% 21.9% 24.9% 7.2% 9.3% 
313 
62.2% 
190 
37.8% 
503 
100.0% 
significance= 0.0278 
Appendix F. Table 21 a 
career 
dev.wkshp: 
count 
row pet. 
persisters 
non- 
persisters 
column 
total 
very 
somewhat not so 
not 
103 
33.3% 
82 
26.5% 
64 
20.7% 
24 
7.8% 
36 
1 1.7% 
44 
23.0% 
44 
23.0% 
51 
26.7% 
24 
12.6% 
28 
14.7% 
147 
29.4% 
126 
25.2 
1 15 
23.0% 
48 
9.6% 
64 
12.8% 
row 
total 
61.8% 
191 
38.2% 
500 
100.0% 
significance^.0351 
190 
Appendix F. Table 21b 
time mgt 
workshop: 
verg 
heloful helpful somewhat not so 
row 
not total 
hel of ul 
count 75 75 78 33 38 299 
row pet. 
persisters 
25.1 % 25.1% 26.1% 1 1.0% 12.7% 61.3% 
20 43 65 28 33 189 
non- 
persisters 
10.6% 22.8% 34.4% 14.8% 17.5% 38.7% 
column 
total 
185 1 10 125 36 47 488 
36.8% 21.9% 24.9% 7.2% 9.3% 100.0% 
significance:: 0.0009 
Appendix F. Table 21c 
career 
counseling 
count 
row pet. 
persisters 
non- 
persisters 
column 
total 
very 
heloful hel pful somewhat not so 
not 
heloful 
row 
total 
95 83 63 29 38 308 
30.8% 26.9% 20.5% 9.4% 12.3% 62.0% 
34 44 57 20 34 189 
18.0% 23.3% 30.2% 10.6% 18.0% 38.0% 
129 127 120 49 72 497 
26.0% 25.6 24.1% 9.9% 14.5% 100.0% 
significance=0.0040 
191 
Appendix F. Table 21 d 
personal 
counseling: 
very not 
rov 
total 
count 
row pet. 
persisters 
44 
14.6% 
60 
19.9% 
95 
31.5% 
47 
15.6% 
56 
18.5% 
12 28 68 34 45 
non- 
per sister s 
6.4% 15.0% 36.4% 18.2% 24.1% 
column 
total 
56 88 163 81 101 
1 1.5% 18.0% 33.3% 16.6% 20.7% 
302 
61.835 
187 
38.2% 
489 
significance= 0.0238 
Appendix F. Table 21 e 
family 
counseling: 
count 
row pet. 
persisters 
non- 
persisters 
column 
total 
very not 
30 
10.2% 
42 
14.2% 
78 
26.4% 
49 
16.6% 
96 
32.5% 
4 
2.2% 
21 
1 1.5% 
41 
22.5% 
42 
23.1% 
74 
40.7% 
34 
7.1% 
row 
total 
182 
38.2% 
63 119 91 170 477 
13.2 24.9% 19.1% 35.6% 100.0% 
significance=0.0032 
192 
Appendix F. Table 22 
stress mqt 
vksp-after: 
count 
row pet. 
persisters 
non¬ 
par sisters 
column 
total 
very not 
row 
total 
refresher: 
count 
row pet. 
persisters 
non- 
per sisters 
column 
total 
36 
27.7% 
28 
21.5% 
36 
27.7% 
i 
14 
10.8% 
ivipiui 
16 
12.3% 
7 
1 1.1% 
20 
31.7% 
13 
20.6% 
9 
14.3% 
14 
22.2% 
43 
22.3% 
48 
24.9% 
49 
25.4% 
23 
1 1.9% 
30 
15.5% 
e= 0.0269 
Table 23 
very 
heloful helpful somewhat not so 
not 
heloful 
24 
13.9% 
21 
12.1% 
35 
20.2% 
22 
12.7% 
71 
41.0% 
14 
8.8% 
25 
15.7% 
39 
24.5% 
37 
23.3% 
44 
27.7% 
38 
1 1.4% 
46 
13.9% 
74 
22.3% 
59 
17.8% 
1 15 
34.6% 
130 
67.4% 
63 
32.6% 
193 
100.0% 
row 
173 
152.1% 
159 
47.9% 
332 
100.0% 
significance=0.0124 
193 
Appendix F. Table 24 
stress mgt. 
vksp-after: 
very 
heloful helpful so me v hat not so 
row 
not total 
heloful 
count 52 46 33 15 33 179 
row pet. 
persisters 
29.1% 25.7% 18.4% 8.4% 18.4% 51.9% 
29 40 46 24 27 166 
non- 
persisters 
17.5% 24.1% 27.7% 14.5% 16.3% 48.1% 
column 
total 81 86 70 39 60 345 23.5% 24.9% 22.9% 1 1.3% 17.4% 100.0% 
significance= 0.0235 
Appendix F. Table 25 
time mgt. very 
workshops: hel oful helpful somewhat not so 
not 
hel oful 
count 39 48 35 20 31 
row pet. 
partrtime persisters 
22.5% 27.7% 20.2% 1 1.6% 17.9% 
13 40 54 27 32 
part-time . 7.8% 24.1% 32.5% 16.3% 19.3% 
non-persist 
column 52 88 89 47 63 
total 15.3% 26.0% 26.3% 13.9% 18.6% 
row 
total 
173 
51.0% 
166 
49.0% 
332 
100.0% 
significance=0.0009 
194 
Appendix F. Table 26 
stress mgt. 
vorbhops: 
count 
row pet. 
partrtj me 
P< 
. il_lersisfers 
Rart-time 
on-persist 
col umn 
total 
verg 
hel of ul helpful so me v hot not so 
r 
not t 
hel of ul 
40 
23.3% 
50 
29.1% 
31 
18.0% 
20 
1 1.6% 
31 
18.0% 
19 
1 1.5% 
30 
18.2% 
53 
32.1% 
30 
18.2% 
33 
20.0% 
59 
17.5% 
80 
23.7% 
84 
24.9% 
50 
14.8% 
64 
19.0% 
172 
51.0% 
165 
49.0% 
337 
100.0% 
significance:: 0.0005 
Appendix F. Table 27 
career 
counseling: 
count 
row pet. 
column 
total 
verg 
helpful helpful somevhet not so 
not 
heloful 
row 
total 
45 42 34 24 33 178 
25.3% 23.6% 19.1% 13.5% 18.5% 51.9% 
24 37 53 18 33 165 
14.5% 22.4% 32.1% 10.9% 20.0% 48.1% 
69 79 87 42 66 343 
20.1 % 23.0% 25.4% 12.2% 19.2% 100.0% 
significance^.0240 
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